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CHAPTER I

OVERVIEW OF INSTITUTIONAL RESPONSES



When the City University of New York embarked upon its

open admissions program, a great deal of controversy sur-

rounded it. Some thought it was an ill-advised policy which

could only result in failure. Others viewed it as one of the

most humane and innovative experiments in American higher

education. Because of the controversy, and for sound educa-

tional reasons as well, it was evident that a research eValua-

tion would be required.

To date there have been numerous studies describing

the academic fate of open admissions students. That is,

their grades, rates of progress, dropout and graduation

phenomena have been described. Of considerable importance

has been the discovery of wide variations among campuses

in the academic achievement of their students. To what

should we attribute these variations? First, they could

be due simply to differences in the types of students attend-

ing different colleges. Second, they could be due to the

impact of specific college programs which had been designed

to implement the open admissions policy -- perhaps the

remedial programs or the counseling services had more posit ve

effects at some colleges than at others (Of course' student

achievement could be due to some combination of the above

two factors).

8



-2-

One of the m jor aims of this research project is to

assess the relative importance of individual and college

program factors as determinants of academic outcomes. In

order to complete such analyses it is necessary to have

infor ation on (1) Student performance; (2) Student

backgrounds; (3 ) College Gpen admissions programs. All of

these data have now been collected.

Thc aim of this report is to present, for the first

time, detailed descriptions of the college open admissions

pr grams. These descriptions are of importance for at leaSt

two reasons. First, they provide for the City University,

and for the wider academic community, the first systematic

presentation of how a major institution of higher education

tried to deal with a shift from a selective to a free access

admissions policy. Second, the data in this report provide

the basis for assessment of the impact of college programs,

and a specification of which (if any) programs had the

greatest effect.

It should be emphasized that although the evaluation of

program impact is a major aim of the overall project' the

evaluations themselves are not presented in this report.

Rather, the descriptions provide one basis for carrying out

these evaluations. Such work is now under way and will be

presented in a forthcoming book.

9



BACKGROUr-

In the fall of 1970 the fifteen undergraduate campuses

(8 four-year senior colleges and 7 two-year community col-

leges) of the City University of New York (CUNY) -mbarked

upon an 0 en admissions program. Approximately 35,000

freshmen matriculated at CUNY in that year as compared with

about 19,000 in the fall of 1969. Most of this 84% increase

was directly attributable to the new admis ions policy under

which all graduates of New York City high schools were guaran-

teed a place at one of the campuses, if they chose to come.

To qualify for admission to one of th senior colleges,

a high school senior had to graduate either in the top half

of the class or attain at least an 00 average. If neither

of these criteria was met, the student could attend a com-

munity-college ( Ych the guaranteed option of transferring

to a senior college after attaining the community college

A.A. degree).

While open admissions pro i'ams are not new in Amer can

,

higher education (they go back to the last century), the CUNY

program was unique in several respects and thus attraated

national attention. First, the CUNY admiss_ons criteria re-

sulted in less stratification of sen or and community college

10



populations than has been the ca e in other places. Second,

open admissions programs elsewhere have been characterized

by high attrition rates. At such -olleges it is the obligation

of the institution t_ provide access, but the responsibility

for academic success lips almost exclusively with the student.

At CUNY _it s an e plicit aim that the "revolving door" aspect

of open ,'ons should be avoided. In order to achieve

this, while at the same time maintaining traditional academic

stand rds, the u_ 'versity developed complex and .massive pr

grams designed to improve the academic skills of students

with wea'- preparation. The aim was to increase the pr bability

that suci stdents would be able to pursue their studies success-

fully. Thus, the CUNY program, to a significant degree, shifted

the responsibility for academic success more tow._ d the system.

In short, the most striking feature of the CUNY policy

was not simply the change in admissions criteria, but rather,

the institu ional adaptations that arose in response to the

changed criteria. The purpose of this report is to describe

these inst tutional responses in detail.



Overview akin Stru ture

The understanding of the open admissions program is

dependent, in part, upon a comprehension of the administrative

structure of the University. Prior to 1961 various campuses

which now c nstitute CUNY were autonomous units. While each

operated, Fro forma, under the aegis of the Board of Higher

Education of New York City, they functioned in fact as in-

dependent ent ties, submitting budget requests directly to

the city and state, and having direct liaison with those public

officials and agencies responsible for various services and

resources which they required. In 1961 these units became

f de_ ted into one City University. Ceztain functions such

as budget requests and negotiations, planning for physical

plants, and some educational policy-making were then coor-

dinated by a central administrative staff. Predictably, the

new federated structure generated some conflict. On the one

hand, the colleges desired to maintain as much autonomy as

possible, while on the other, the central administration took

an increasingly active role in attempting to bring more and

more college functions under ts scrutiny, and in some areas,

its control. Nevertheless, the CUNY system adheres more

closely to a federated rathe-- than highly centralized model.

12
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In the spring of 1969 serious disturbances occurred at

one campus, City College. The disturbances were initiated

largely by Black and Hispanic students, along with some faculty.

This group felt that the admissions policy of the college

effectively excluded the participat on of larger numbers of

the third world community. This was considered particularly

anomalous in view of the fact that City College was physical y

located Harlem. While the university did have a plan for

a very stratified open admiss ons policy (essentially, open

admissions students would have gone to community colleges),

beginning __ fall, 1975, neither the target date nor the type

of plan were acceptable to the protesting group. Open admis-

sions in fall, 1970 at all campuses was an outcome of negoti-

ations between the dissident students and faculty and repre-

sentatives of the City College administration, the central

adm nistration, and the Board of Higher Education.

The overall aims and guidelines for implementing open

admissions were set by the Board of High _ Edudation. How-

ever, these guidelines were never specified in detail. While

every college was expected to develop a range of services

designed to increase the success of the policy, the specific

structuring of such services was determined essentially by

the individual campuses. Nevertheless, each campus was expected

13
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to submit to the central administration for review and dis-

cussion, its proposed implementation of the policy.

Because CUNY is a federated rather than highly centralized

university, the initial structuring of open admissions services

showed considerable diversity from campus to campus. In effect,

there were fifteen en admissions programs. Because the CUNY

effort was unprecedented in American higher education, the di-

versity was for*uitous. Over time,different p ograms might have

different types and degrees of impact on student educational out-

comes. Some outcomes would be considered more desirable than

others. Insofar as these could be attributed to programs or

specific components thereof, this would furnish a pragmatic

basis for subsequent program modification at all CUNY campuses.

Moreover,since open access higher education is a national trend

involving increasing numbers of poorly prepared students, data

from the CUNY experiment can provide guidance for those con-

templating such programs at other colleges. One major aim of

this research is to contribute to this goal.

Academic Characteristics of Osen Admissions Studen

When CUNY made the decision to begin open admissions

was assumed that there would be a decline in the academic st en- h

14
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of the entering students. If one consider- the high school

academic average (in college preparatory subjects) as a rough

indioatOr of academic skills, there is no doubt that this is

true. Among the 1970 freshmen who entered senior colleges,

about 40% would not have been admitted prior to open admis-

sions. At the community colleges, about 65% would not have

been admitted prior to 1970.

Further evide ce regarding academic skills comes from

standardized tests. In 1970 and 1971 graduating high school

seniors took two forms of the Stanf rd Achievement Tests:

(1) a test of reading skill a-d comprehension; (2) a test of

numerical competence. The purpose of the testing was to pro-

vide the university with a preliminary estimate of the propor-

tions of entering fresh en who would need remedial services.

In defining "need for remedial services", students were classi-

fied as needing "intensive" rexnediation, "some" remediation or

no remediation. Students whose reading scOres placed them

among the bttom 30% of ninth grade students were defined

as neeting in ensive remediation. Students whose scores

placed them in the bottom 30% of college preparatory high

school seniors were defined as needing some remediation.

Students above this cut-off point w-re not considered to

need r- ediation.
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For the math tes ually a j nior high school level

numerical computa ion test) a student who scored among the

bottom 25% of end of year n nth grade considered to

need intensive remediaticn. A student whose score was not

higher than the 60th percent le for end-of-ninth grade stu-

dents was d emed in need of some remediation. In functional

terms the math tests provided an assessment of whether a stu-

dent had the minimal numerical skills to 't col-

lege courses ( ther than mathematics courses ). Fo example

a student in need of remediation might have difficulty read-

ing and interpreting simple statistical tables or doing

ple computations that might constitute part of the work in

a sociology or psychology course.

The test results are presented for the 1970 freshman

class in Tables 1-3 and for the 1971 class in Tables 4-6.

These tables de cribe the prcportion of students defined as

needing remediation in reading, math, or either area. A

the data show, more than 60% of entering students showed

the need for at least some remediation (Tables 3 & 6). As

one would expect, community college students were much more

likely than senior college students to need compensatory

work. In order to attain the goals which the University

set for itself under the open admissions policy, these stu-

16



-10-

TABLE 1

NEED FOR -EMEVIATION IN READING:
1970 Freshmen

Need for Remediation

SENIOR COLLEGES Intense So- No Need Total

CCNY 37. 55.6% 2,371

Baruch 5.9 43.3 50.8 1,230

Hunter 6.0 34.2 59.7 2,430

Lehman 5.2 33.8 61.0 1,,808

Brooklyn 3.2 24.3 72.4 3,306

Queens 2.5 23.1 74.4 2,951

York 5 2 44.0 50.8 620

John Jay 11.0 44.9 44.1 363

Senior Total 4. 63.5% 14.979

COMMUNITY COLLEGES

Staten Island 10.7% 48.4% 40.8% 1,489

Bronx 19.5 52.0 28.5 1,128

Queensborough 8.3 50.6 41.1 2, 14

Kingsborough 15.3 54.0 30.7 1,709

Manhattan. 21.3 57 2 21.5 1,055

NYCCC. 25.9 54.1 20.0 1,771

Community Total 16.0% 52.4% 3/.5% 9,466

CUNY TOTAL 9.2% 39.7% 24,445,

1 7
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TABLE 2

NEED FOR REMEDIATION IN TH:
1970 Freshmen

Need for Remediation

.IOR COLLEGES Intense No Need Total N

CCNY 17.7% 20.6% 61.7% 2,371

Baruch 17.8 24.4 57.8 1,130

Hunter 14.9 27.2 57.9 2,430

Lehman 17.5 25.8 56.7 1,808

Brooklyn 7.9 17.6 74.5 3,306

Quee 7.4 16.4 76,2 2,951

York 17.9 34.2 47 9 620

john Jay 35.8 29.2 35.0 363

Senior Total 21.9% 64.6% 14,979

COMMUNITY COLLEGES

Staten Island 26.5% 35.4% 38.1% 1,489

Bronx 44.4 32.1 23.5 1,128

Queensborough 23.4 36.5 40.1 2,314

Kingsborough 37.4 36.7. 25 9 1,709

Manhattan 48.3 33.0 18.7 1,054

NYCCC 50.1 32.0 17.9 1,771

Community Total 36.7% 34.6% 28.7% 9,465

CUNY TOTAL 22.5% 26.8% 50.7% 24,444

1 8
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TABLE 3

PERCENT NEEDING REMEDIATION TN READING,
AND/OR MATH: 1970

SENIOR COLLEGES

FRESHMEN

Total N

CCNY 55.5 2,371

Baruch 61.4 10130

Hunter 55.4 2,430

Lehman 56.2 11808

Brooklyn 38 7 31306

Queens 36.5 2,951

York 67.9 620

John Jay 76.3

Senior Total 49.6 14,979

COMMUNITY COLLEGES

Staten Island 75.8 1,489

Bronx 85.5 1,128

Queensborough 75.8 2,314

Kingsborough 86.0 1 709

Manhattan 92.0 1,055

NYCCC 92.2 1,771

Community Total 7 9,466

CUNY TOTAL 62.8 24,445
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TABLE 4

FOR REMEDIATION IN REA NG:

SENIOR COLLEGES

1971 Freshmen

Need for Remediat

No Need Total N
Intense Some

CCNY 10.6 42.0 47.3 2595

Baruch 6.8 42.8 50.4 1163

Hunter 3.7 35.3 oi.0 1865

Lehnan 4.9 36.8 58.3 1596

Brob1.01, 3.9 29.0 67.1 2082

Queens 1 6 22.1 76.3 2467

York 4 3 39.5 56.2 650

John Jay 9.8 49.9 40.3 559

Medgar Evers 29.6 50.0 20.4 162

Senior T tal 5.8 35.0 59.2 13,139

COMMUNITY COLLEG

Staten Island 13.6 54.1 32.3 647

Bronx 23.7 55,4 21.0 997

Queensborough 9.3 50.7 39.9 1,876

Kingsborough 21.3 57.6 21.1 1,301

Manhattan 25.9 55.3 18.7 721

NYCCC 26.5 55.5 18.1 1,085

HOstos 39.5 49.4 11.0 172

LaGuardia 14.3 52.2 33.5 230

Community Total 19.2 54.2 26.6 7,029

.-

CUNY TOTAL 10.4 41.7 47.9 20 168

20
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TABLE 5

NEED FOR REMEDIATION IN MATH
1971 Freshmen

Need for Remediation

SENIOR COLLEGES Intense Some No Need Total N

CCNY 26.3 27.3 46.4 2,594

Baruch 14.0 26.5 59.5 1,163

Hunter 16.5 30.6 52.8 10864

Lehman 16.5 29.9 53 6 1,596

Brooklyn 10.0 22.3 67.6 2,082

Queens 7.7 20.0 72.3 2,466

York 20.8 28.0 51.2 650

John Jay 39.2 32.2 28.6 559

Medgar Evers 50.0 32.7 17.3 162

Senior Total 17.1 26.2 56.7 ,136

CONLMUNITY COLLEGES

Staten Island 34.9 34.0 31.2 648

Bronx 53.2 29.9 16.9 998

Queensborough 27.7 37.1 35.2 1,877

Kingsborough 36.2 36.1 27.8 1,300

Manhattan 60.5 25.4 14.1 721

NYCCC 54.8 29.8 15.4 1,086

H stos 76.2 18.0 5.8 172

LaGuardia 37.0 36.1 27.0 230

Community Tota 42.6 32.8 24.7 7,032

26.0 28.5 45.5 20,168CUNY TOTAL



TABLE 6

PERCENT NEEDING RE
AND/OR MATH:

SENI R COL_EGES

EDIATION IN READING
1971 FRESHMEN

Total N

CONY 68.1 2,595

Baruch, 60.1 1,163

Hunter 60.4 1,865

Lehman 58.1 1,596

Brooklyn 46.0 2,082

Queens 37.5 2,467

York 63.2 650

John Jay 79.2 559

M. Evers 90.1 162

Senior Total 56.3 13,139

COMMUNITY COLLEGES

Staten Island 82.4 648

Bronx 91.0 998

-Queensborough
78.0 1,877

Kingsborough 88.8 1,301

Manhattan 93.5 721

NYOCC 92.0 ,086

Hostos 97.7 172

LaGuardia 82.6 230

Community Total 86.6 7,033

CUNY TOTAL 56.9 20,172

22
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dents constituted a major challenge. To the extent that

their academic skills could be improved, the probability

would be increased that such students would then be able

to complete successfully a course of study leading to a

degree. The development of open admissions services on

every campus embodied an attempt to respond to this challenge.

Overview of 0 en Ad issions Services

It is worth -eiterating that the CUNY open admissions

policy was, at the outset, far more than just a new set of

admissions criteria. It involved a complex and large scale

set of institutional responses designed to avoid high attri-

tion rates, maintain academic standards, and improve the

academic skills of inadequately prepared students.

In attempting to reach these goals, what kinds of

vices were involved? included were the following; (1) The

process of application, admission, and allocation; (2) Evalua-

tions of incoming freshmen; 3) PrOgram planning and orienta-

tion; (4) Remedial/compensatory work; (5) Counseling services,

2 3
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These insti utional services and proceses were not new

.
or unique in the sense that they existed only as a respons

to the aims of open admi sions. Indeed, all exist at least

to some degree on college campuses everywher

unique about them in the open admissions s

What was

was the

manner in which the various services were structured, related

tc one another, and delivered to the student.

Each of the general areas is no_ described in greater

detail.

APPLICATION, AD I SION, AND ALLOCATION

In their senior Year students may apply for admission

to the university (there are some students from high schools

outside of New York City who apply, but this is a relatively

small number). In the overwhelming majority of cases,students'

applications are processed not by the specific college or

colleges which they wish to attend, but rather, by a central

applications processing office which asks each appliCant

to choose six colleges which he wishes to attend, in rank

order of preference. Through a computer procedure, student

are allocated to one of their chosen colleges. An illustration

of how this procedure operated when open admissions began is

as follows: if, on the basis of'high school average and/or

24



high school rank the student qualified for a senior college,

and in.fact desired to attend such a college, he was initially

entered 1 to the pool of applicants who indicated that a

given college was their first choice. The students were then

ordered accordilg to high school average, and the number of

spaces available wer- filled on this basis Students not

admitted to their fi _t choice college after this initial

procedure were entered into the applicant pool for their

second choi e colleg_ and the procedure began again.

When the process was completed, students were notified

f their acceptance at -ne of the colleges of their choice.

While 80% of students w re admitted to either their first

or second choice college, there was considerable variation

the "attractiveness" of colleges. At the most popular

colleges, admission was more competitive. As a result, these

schools tended to have a smaller proportion of open admissions

students than the less popular institutions. Another conse-

quence ws that colleges varied considerably in their ethnic

and soci8-economic composition, even though the university

as a whole exhibited a significant increase in the propor-

tions of minority group students and students from 1 wer

socio-e- nom- c levels. The magnitude of the open admissions

ohalleng- thus varied from college-to college. A_ter the

25
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initial year of open admissions, some effort was made to

intervene in the allocation process, so that every college

w-uld participate more fully in the open admissions effort.

Neverth-less, the basic allocation process and its conse-

quences, remain- as described above.

EVALUATIONS OF INCOMING FRESHMEN

The next stage in the institutional processing of the'

students generally took place during the spring and summer

prior to matriculation in the coming fall. Colleges developed

various procedures by which students were evaluated with regard

to acad mic skills, interests, and other data used for the

initial planning of academic programs. One of the prime

purpos. of this pre-entry evaluation was to identify those

students in need of compensatory or remedial work.

Colleges managed the initial processing in different

ways. At some, the students came through in large groups.

At this point the campus resembled an Army induction center.

At others, the groups were smaller. At still others- the

students were run through initially in large groups, but

were, at various points, broken into smaller groups for

orientation purposes.

26
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Di,_ferent types of assessment 1---ocedures were used,

either alone or in combination. The simplest approach

was to examine the high school record in order to assess

the extent of preparation in different areas. On some

CUNY campuses the need for remedial or compensatory work

was indi ated if the high school record showed that certain

courses were never taken. Thus, a student who had not

taken high school algebra would be defined as needing addi-

tional preparatory work in mathe-a ics. Considered in thi6

way, the high school record is an indicator of ftEaLIE,

but not necessarily achievement.

Another assessment procedure involved the administration

of tests. Some campuses used standardized tests with nationa1

norms. When such tests were administered, cut-points were

defined to identify students needing additional work. Other

campuses used locally constructed tests.

In the English area, the inco ing student was often

asked to produce a writing sample. This sample was evaluated

by one or more members of the faculty (in the English depart-

ment and/or other department) in order to identify students

in need of additional work in writing.

27
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While mathematics, reading and English composition

skills were the areas most frequently assessed, some colleges

evaluated students in other fields as well.

On the basis of these assess--ents, information for each

student was collated and provided a basis-for program planning.

It should be noted, however, that the rapidity and efficiency

h which this was done varied from campus to campus. Over-

all, these procedures were carried out more efficiently with

the 1972 freshman class than was the case for the 1970 group.

PROGRAM PLANNING AND PLACEMENT

Subsequent to the initial evaluation procedure, the

resulting individual student data were supposed to be collated

and transmitted to the nersons representing the college who

were responsible for helping students to plan an initial

academic program. Typically, the student was asked to return

the campus for a second visit in order to accomplish this.

The individual responsible for working with the student was

usually a faculty member, or a member of the counseling staff.

2 8
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Campuses developed a set of guidelines fr program plan-

ning. There was variation in the explicitness of these guide-

lines. At one extreme were c-puses where the guid_lines were

very clearly specified (usually in writing) , and the function

of the advisor or counselor was to apply them to the individual

case. In this instance the advisor had relatively little dis-

cret' n in program planning. At the other extreme would be

the case where there wre no formal specificat ons and the

advisor had considerable discretion in helping the student

plan the program.

Outcomes of the program planning process may be described

in ter s of at least three critical dimensions. First, based

upon the evaluation of the high scool record, test scores,

and the like, the student may have registered for remedial

compensatory work. Second, there were courses which some

campuses considered to be overly difficult in the freshman

year for student_ defined as poorly prepared. These might

be courses in natural science, mathematics, English, and/or

social science. On some ca puses students were advised to

avoid such courses. On others, they were prohibited from

registering for them. Third, there were some campuses where

students with weak academic credentials were advised to re-

ter for a reduced credit load.



Usually the reduced credit load was simply a logical

outcome of taking re.--dial courses which offered little or

no credit. In thas event the student was registered for

fewer credits, but in terms of actual hours in the class-

room, he may have spent as many or even more than the student

who took no remedial courses. Occasionally _he reduced credit

load was, at least in part, independent of placement

pensatory courses. The rationale behind the reduced credit

load is simply that the chances for acade-ic success among

students with weak academic backgrounds will be increased

they are eased more grad-ally into the mainstream of col-

lege work.

It is of importance to note that whatever may have been

the formal design of the student assessment and program plan-

ning processes, campuses varied in the effectiveness with

which the design was implemented. Certainly, during the ini-

tial year of open admissions there were students whose program8

were not consistent with the guidelines which may have been

developed by the college. This was due to several factors.

First, so e campuses were unable, for administrative and/or

funding reasons to add the sections and additional faculty

necessary to the full implementation of compensatory services.

3 0
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Second, there were instances where the processing

a-sessment tests was not completed at the time when the data

were required for the scheduled program planning session.

In sucn cases advisors simply had "play it by ear."

rh. -d, cer -in types of organizationl strains may have

responsible for less than full delive of upportive

services. For example, at one campus the evaluation and

student assess ent functions were the responsibility of one

unit of the college, while the a rual academic advising and

program planning remained the responsibility of faculty. In

this case faculty were not committed to implementing program

pla ning guidelines, because these were perceived as conflict-

ing with departmental interests. That is, to place significant

numbers of students in compensatory courses, and to exclude

them from certain departmental offerings, car ied with it

the possibility of lower than usual enrollments in certain

departments and in certain courses.

Keeping in mind these organizational limitations which

s_ etimes interfered with the delivery of services to all

students defined as needing them, the outcome of the program

planning process may be seen as initially directing s udents

along one of two major path ays. First, =_any students were
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initially programme in the "traditional" fashion. Such stu-

dents re not taki g compensatory work, nor were they taking

reduced credit loads, nor wer- they excluded from taking any

specific courses as a result of the initial evaluation of

their academic backgrounds. In short, they were processed

as litio- 1 college students (Of course, some students

with weak preparation were inappropriately placed in this

trajectory).

A second pathway is what may be called the "suppOrtive."

Any or all of the f-llo-ing features would characterize this

trajectory: 1) being registered for compensatory course

k; (2) taking a reduced credit lo d; (3) being excluded

from certain types of courses, whether this occurred as a

matter of advice to the student or whether it was mandatory.

-TPORT SERVICES, I: STRUCTURE OF REMEDIAL-COMPENSATORY

As w- have noted earlier, the initial open admissions

idelines developed by the Board of Higher Education (in

cooperation with the colleges) specified that each campus

should develop services whose aim was to increase undcrpre-

pared students' chances for acade ic success. Beyond this
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al mandate, each campus had considerable aut_nomy

implementing the guide1ine This resulted in considerable

divelsity.

We now oresent the generic dimensi_ns by which progr ms

on @Ch campus may be described. The two essentizl types of

--ervices desicned t_ improve students' chances for academic

success are remedial-compensatory programs and (2) counsel-

ing. While the two are inter-related on many campuses, for ex-

pository pu, oses we shall consider them independently. The

remedial-compensatory programs are co dered firs

Cl icati n of the Remedial-co er.satory Concept.

We have been using the terms "remedial" and 'compensatory"

interchangeably, In fact, we treat them as conceptually equi-

valent. However, the campuses do not necessarily use the terms

in this manner. At the colleges, terms such as ' -emedial",

"compensatory", and "developmental" are used, but they have

no uniform meaning. Nevertheless, the choice of terminology

may reveal something about the attitudes of a college toward

the services offered and toward the students re eiving them.

VoL example, the term "remedial" may be viewed by some as

stigmatizing, since it explicitly de Ines the studen as in-



adecuate and may lie viewed that this is, somehow,

the fault of the student. Other terminology is not considered

ve this meaning.

We sha l use the terms interchangeably and in the follow-

general sense: They simply refer to any kind of course

related service designed to improve academic -kills.

Charac --istics of_rts

There are several significant dimensions which may be used

to describe, summar ze, and compare compensatory services on

each campus. We briefly describe these.

1. trlda.torisv(2_1_._ij_ytj_kri_n=Tr_t. After the

pre-entry evaluation of a student he may have registered for

compensatory work. On some campuses the student had little

no choice in this d cision. On the basis of the high

school record, test scores and other data, it simply was

liege policy that he be placed in compensatory coursewc.rk.

At the other extreme, such placement could be voluntary. In

tlis instance the counselor or faculty advisor indicated to

a student that compensatory work would be helpful to his
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cess in co1leq, but the studrrnt could choose to reject

such advice. While thic di is described as if it

w_re a dichotomy, fact there were degrees of "voluntari-

ness". The effor-s of the counselor or faculty advisor to

persuade the student could vary from mild to very active.

Credit versus No Credit. On some cark Ises it was

licy that no compensatory courses carried credit.

otner some areas (e.g., writing),

but not in others (e.g., hems ics). In a non-credit

course a student might have been expected to spend as much

as five or six hours per week in class. The rationale was

simply that to raise students' academic skills involved

work that should have been covered and mast red in high

sch ol, and that it was inapp_ priate to grant credit for

such work. Whether to aive credit is an issue which generated

controversy among faculty, students and administrators on

many campuses. Those who advocated credit for compensatory

work argued that it is very difficult to motivate students

if they are asked to spend several hours per week in a course

which does not generate any credit. Therefore, it was argued,

the chances that a student's skill level will improve are

increased if at least some credit is carried. It was also

argued that in the case of students who were taking two or



three remedial courses, the consequence could be that as

ma fteen hours per week might be spent in class,

no possibility of earning credit. This could have

demoralized students, leading to a greater likelihood

drop-out - quit_ the opposite of what -as intc,_neld under

en drisions.

3. Variations in Course Duration. At some campuses

students were placed in compensatory courses which, from the

content point of view, were considered to be clearly at the

collego level. For example, underprepared students at some

campuses were placed in English composition courses which

covered the same material that a well prepared stuAnt wonld

cover. However, what was "compensatory" about them is that

rather than meeting for the standard 3 hours per week, the

course met for 6 hours. Similarly, a one semester course

might be stretched out over two semesters. In short, the

pace at which material was covered was slowed down signifi-

cantly. Under such a compensatory concept, credit was given;

e.g the 6 hour or two semester course received the same 3

credits as the 3 hour or one se ester "regular" course taken

by traditional students.
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eas of Compensat _ Work. Campuses varie so e-

what in the areas in which compensatory work was offered. The

three pri ary areas were mathematics, w 'ting, and reading.

.-Dtudy skills courses were also provided. Some colleges com-

bined reading, writing, and study skills within one course,

le others offered them separately. In addition to com-

.satory k offered in these basic skills areas, some col-

leges offered work in academic areas stv:..h as biology, chemistry,

philosophy, and the like. In these instances, special s-ctions

of an introductory course were composed of students with

diagnosed academic weaknesses.

5. Generic versus Skill-Content Orientation. An im-

portant distinction in the conceptualization of compensatory

work involves what may be called the generic conception versus

skill-content linkages. In the gene- i- conception the emphasis

is on acquisition of greater facility in the basic skill areas

such as math, writing, and reading. It is assumed that acquisi-

tion of such skills will have a generalized effect, leading to

the improvement of student performance in subsequent academic

cou--es. Such compensatory work was taught more or less in

vacua, so- to speak. On the other hand, some campuses had moved

toward the development of skill-content linkages. In this case

componsatory course used the content of a standard academic

course. For example, a section of a history course might be
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composed of students defined as having inadequate preparation

in the writing, reading, and/or study skills areas. The com-

pensatory effort was then geared to increasing the student's

skills in dealing with the specific content of the history

co-rse. Under these conditions the teaching function was

frequently carried out through the cooperation of both the

history instructor and an academic skills specialist (the

latter jilt be located in the english department or

academic skills department). The rationale underlying this

approach was that the impact of the compensator/ effort would

be greater where the student had an opportunity o learn and

apply basic skills within the context of a standard acade_ic

_,__se.

6. Tutoring. Another aspect of te compensatory effort

involved tutoring. Of course, the tutoring function is not

unique to open admissions and is generally available at all

colleges. However, under open admissions tutoring was fre-

quently organized in new ways. For example, tutors were

sometimes directly integrated with the staff teaching compen-

satory courses. In this case, they attended the classes and

worked with students on individual difficulties. In other

cases the tutoring service had a separate location to which

students went, either because they were referred by an instruc-

tor, or on a self-referral basis. Whre tutoring was separat ly



located,

2-

e was variation in tfle way the function related

to the compensatory course. In one variatio- the tuto

familia_ with the work of the course and its obje-tives In

another the tutor _ight not ha- been familiar with the speoi-

ic co_ se, but was available to work w- th the student on the

blem presented.

Where the s udent was referred to the tutor by the

course instructor, there were also campus variations

the natl al system. Sometimes the student

was si ply advised that it would be a good idea to see a

tutor, but whether this happened was left to the initiative

f the stMent. A more str-ctured alternative involved a

formal referral by the instructor. Here a monitoring system

was involved: the tutor would be informed that the student

had been referred, the instructor, in turn, would receive a

report as to whether the student had seen the tutor, and the

tutor would provide information on the results of the sessions.

7. Study_Labs. On some campuses the compensatory courses

were taught in conjunction with study labs. These provided op-

portunities for further, more intensive work. Typically the labs

were set up in connection with courses in the math, writing read-

ing, and studies skills areas. The labs varied in the facilities
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available. The simplest consisted of a room in which various

ning materials such as text books and problems could be

used for firther work. Such labs were staffed by faculty, stu-

dent tutors, or a combination of these. More elaborate labs

had a variety of audio-visual equipment such as cassettes and

video tapes. On one campus the math lab had video tapes of 1 c-

tures given in one of the compensat- y math courses. This allowed

a student having difficulty understanding a classroom lecture

td go to the lab to replay that lecture as many times as

necessary in order to comprehend the material. -o available

in connection with the videotaped lectures were problems deal-

with the topic covered. The student could immediately work

these problems in order to obtain feedbapk on his understand-

ing of the mat,rial. He could simply ask for the problems, work

on them, and submit them to a laboratory assistant for scoring.

These labs were sometimes an integral part of a compensa-

tory course. Students were expected to attend, and the instructor

rec ived reports regarding their attendance, progress, and the

like. In other cases the lab was simply a facility available

for supplementary work, and attendance was essentially voluntary.
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8. Self-Pacing versus Externally Paced Courses. Certain

campuses attempted to structure the compensatory experience so

that students could proceed at their own rate of progress. In-

deed, on one campus the self-pacing concept constituted almost

the total approach to the educational objectives of the school.

Self-paced compensatory courses tend to be structured into a

series of - all learning units sometimes called "milestones".

The student proceeds to a subsequent unit only after completing

a prior one. When every unit has been completed satisfactorily,

the student is then finished with the course. This means that

some students finish before others.

9. Sequential_Coursee. Another characteristic of the

CUNY compensatory effort concerns the extent to which remedial

courses were sequenced. Some colleges developed a sequential

structure. For example, there were two or three compensatory

English courses. A student initial placement in this sequence

was dependent on the initial pre-matriculation assessment (e.g.,

test scores, ratings of writing samples, and the like).. Ifi on

the basis of this assessment a student was placed in the "lowest"

level course, he was expected to complete the total compensatory

sequence. At other campuses the sequential structure was not

used. All students defined as in need of compensatory work

(say, in English composition) were placed in the writing course.
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this case, groupings based upon initial skill level were not

made.

One implication of the sequential type of structure should

be noted: Where this occurred, the student was likely to have

longer exposure to remediation. Some were likely to be taking

compensatory work throughout the entire freshman year and even

into the sophomore year. At campuses where this approach was

not used, exposure to remedial work was likely to be briefer.

10. Centralized versus Decentralized Compen atory Structure.

A major structural variation in the organization _f compensatory

work involved the extent of Centralization. In a highly centralized

compensatory .service all compensatory courses were taught within

a single department. As a response to open admissions, many

campuses established departments with names such as "Department

of Educational Services", "Department ofAcademic Skills", and

"Department of Basic Educational Skills". Usually, faculty

teaching compensatory courses held appointments exclusively in

the centralized department.

In a highly decentralized stru-ture no compensatory de-

partment would exist. Rather, compensatory work in English

was directly staffed and under the control of the English

department, and compensatory work in math was under the con-

trol of that department.
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In the centralized type, initial assess ent and placement

was often under the control of the compensatory department,

although assessment criteria were usually developed in con-

sultation with traditional academic departments (e.- assess-

ment criteria in writing were developed in consultation with

the English department). In the decentralized structure the

actual assessment and placement were handled by some other

office of the college (such as the Dean of Students Office).

In practice campuses varied somewhat between these extremes.

For example, there were some at which a central department

taught writing and study skills courses, but the math depart-

ment taught the compensatory courses in its area. In addition

some of the centralized compensatory education departments

were partly staffed by faculty whose primary appointments

e in academic departments.

We think that the degree of centralization of the com-

pensatory effort may reveal something about a college's general

attitude toward open admissions. In the decentralized structure,

a wider range of faculty tend to be involved. /Where this kind

of structure developed, it may indicate a greater commitment to

the open admissions effort. In the centralized model, the

4 3



-37-

compensatory effort was, in effect, insulated from the main-

stream -f academic work. In some cases this model did seem

to develop as a result of the un illingness of faculty to

commit itself to open admissions.

Values aside, the two organizational models may have had

different impacts on students. The centralized model facili-

tated the monitoring of students, and increased the likelihood

of interaction among the faculty. The decentralized model in-

creased the problems of coordination, and tended to segment

the student's experience in remedial courses. 2A,t colleges

with the decentralized structure, this usually resulted in the

establishment ofan office which coordinated various open ad-

missions services.

In short, we think that the decentralized model may have

indicated a greater faculty commitment to the aims of open

admissions. On the other hand, the logistical advantages of

the centralized approach may have been beneficial to students.

11. C eria for Exit from Compensatory Courses. What

must a student demonstrate in order to complete compensatory

work? The answers vary from one campus to another. At some,

c-iteria for satisfactory completion were left to the dis-
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cretion of the individual instructor. In other cases the

criteria were set by the department off-ring the course,

and students in every section were required to pass a

departmental examination, rather than an examination con-

structed by the individual teacher.

In some cases the test initially used for placing the

student in the course was administered at the end of the

course. If the student attained a defined level on the pos

test, he was considered 'to have passed the course. If the

initial placement procedure did not generate a quantitative

score (for example,ratings of writing samples), the post-

test involved ratings -f a writing specimen using the same

c iteria that were applied to the initial assessment.

If students did not pass the course on the first attempt,

in most cases they were expected to retake the course. Some

campuses placed a restriction on the number of attempts a

student could make. If the course was not passed after two

possibly three attempts, the student was asked to withdraw

from full-time matriculated status. At other colleges stu-

dents w re able to attempt regular courses, even though they

may not have passed the compensatory ones. Sometimes this

occurre_ as a consequence of policy, while at other times
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occurred as a result of ine... ective administra ive monitoring

of student progress.

Assessments_of Remediation

When colleges commit -ajor resources to an effort sull

as compensatory education, the question arises as to the im-

pact of the effort. The question certainly was considered

on every campus, but there were major variations in how they

went about answering it. First, there were some campuses

where the research effort was initiated by the departments

offering compensatory work. At others, the effort was man-

dated by senior staff in the administra_ion. The adtual re-

search was sometimes carried out by the staff of the remedial

departments, and sometimes by the college's-office of insti

tutional research.

At some campuses the only available "data" consisted of

the impressions of those faculty directly involved in teach-

ing the remedial courses. At other colleges more systematic

assessment efforts were made. A variety of research designs

were used. They were, for the most part, inadequate since

they usually did not allow one to relate the results to the

program components being assessed. That is, he research re-
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sults frequently could have been interpreted as due to effects

other than the compensatory variabl. Nevertheless, those

colleges that made significant efforts at systematic evalua-

tion, perhaps had a greater predisposition to modify their

programs, if the data seemed to warrant this.

SUPPORT SERVICES, 2: COUNSELING STRUCTURE

Open admissions has had considerable impact upon the

counseling services offered at CUNY. In this section we

shall briefly present the primary dimensions for the de-

scription of counseling services.

Open Admissions as a Context for the Counseli_ng Function

For children growing up in a climate of economic and

educational advantage, the decision to attend college is

frequently not a decision at all. Rather, it is something

which is deeply iMbedded in the socialization proce s. Such

children typically understand and expect from an early age

that college attendance will be a routine part of their

ed cational careers. Decision making therefore focusses
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upon the selection of a "proper" college, rather than the

question of whether to attend. Moreover, children from such

families typically are acquainted with other young adults

who are attending college or who have completed it. In

addition, it is not infrequently the case that one or both

parents have had college and even graduate school experience.

Location in this kind of social network implies a considerable

amount of anticipatory socialization, resulting in a fairly

detailed conception of the expectations which must be met in

a college setting.

Under open admissions, many students who entered would,

under traditional admissions criteria' never have gained

admission. These students, preponderantly of lower middle

class and working class backgrounds, are less likely to have

experienced the social networks and contexts which provide

anticipatory socialization for college. Frequently, these

open admissions students are the first in their families ever

to attend college, and they are likely to have been acquainted

with few, if any, peers who were attending or had attended

college. Such students are in a real sense entering foreign

territory. In the first place, their conceptions of college

are likely to be sketchy. Second, for many of these students

the idea of attending college may generate considerable anxiety.
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A substantial number are, after all, students -ith a his ory

of mediocre or below average academic achievement. They are

not likely to have a strong sense of academic competence.

Moreover, in most cases the realization that college was

possible and the decision to attend did not occur Until

several months before actual -atriculation.

In short, it was expected that under open admissions

large number of students would be entering CUNY with both in-

adequate academic preparation and, in a broad sense, inade-

quate psychological readiness. Therefore, it was one of the

assumptions in the planning for open admissions that such

students would require more than compensatory and remedial

academic services. It was expected that self-concept diffi-

culties and inadequate orientation to the demands of college

would also require attention, if the chances for success in

college were t_ be increased. To deal with this set of problems

was a primary responsibility of the counseling service on each

campus.

We now consider briefly the dimensions necessary for

the description of counseling services. The primary focus

of the discussion is on the delivery of counseling services

to open admissions students during the fresh

49

man year.



-43

Admini _rative Locus of Counselin

Prior to open admissions counseling activities were typi-

cally conducted through the office of the dean of students.

On many campuses this arrangement was not affected by open

admissions. However, at some colleges counseling functions

were allocated to the department responsible for compensatory

education. This provided a way of integrating services designed

to improve academic skills and services designed to provide

other types of support. Students not participating in the

compensatory program continued to be served by counselors

located in the dean of students office.

Counselin functions

A number of dimensions are necessary in order to describe

what it is that counselors do and how these activities are or-

ganized. Six types of counseling may be identified. These

are as follows: (1) academic; (_) therapeutic; (3) caree

(4) financial aid; (5) veterans; (6) exit counseling. These

f nctions do, of course, overlap.

Academic counseling includes several functions. First,
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refers to activities usually considered under the rubric

of "academic advisement.' That is, it deals with the assess-

t of student interests and competencies, and the use of such

information for planning students' academic progra s. In addi-

tion it includes counseling connected with academic difficulties,

including diagnosis and possible solutions. It also may include

any role that counselors play in representing the interest of

the student before committees on academic standing ( .g., where

the continued _atriculation of the student may be at issue,

either for academic reasons or other-ise). Acade ic counseling

is not conducted by the counseling staff on all campuses. On

some it is the respon ibility of the faculty.

Therapeutic counseling focuses upon those student difficul-

ties which may be broadly described as "emotional." This has

been a traditional counselor function. It may range from short-

term counseling, involving one, or at most a few sessii;ns, to

much longer term counseling in cases which seem to be partic-

ularly severe and which may require more intensive psychotherapy.

In the latter case the counselor was frequently the agent who

initially defined a problem as serious and who referred the

student for further help, frequently to a source in the com-

munity. One must note, however, that the line between academic

and therapeutic counseling is somewhat arbitrary. Academic

problems frequently arise because of emotional di'7iculties
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and vice versa. However, the arrival of open admissions did

have an impact upon counselor definit ons of their role. On

some campuses the counseling staff moved away from the tradi-

tional clinician's orientation and began to view student pro-

blems more in situational rather than psychodyn-mic terms.

Career counseling involves a variety of functions rela ed

to work. It may involve consultation designed t_ place a stu-

dent in a work setting over the summer or during the school

year, when the student alay need additional income. It may

also involve career planning at the point when the student

about to complete college.

Students in need of financial aid, be these stipends or

otherwise, received counseling designed to consider their

financial needs, and possible sources of financing.

Veterans (particularly Vietnam veterans) attending City

University could receive counseling designed to deal -ith

various problems relating to their status as veterans.

At some campuses students who were in the process of

leaving matriculated status were counseled. This included

students who were dropping out for health reasons, financial
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reasons, or due to academic inadequacies. In such cases

counselors would work with the student in order to help him

plan for the transition from student to non-student status.

This could include efforts to locate jobs, as well as dealing

th the student's feelings about leaving. In addition the

counselor and student often discussed plans for returning to

college. Under open admissions, the pattern of dropout and

return occurred frequently, and this type of counseling may

have been of considerable importance in assuring the eventual

return of the student to college.

The Counseling Division of Labor

How specialized were the counseling functions described

abov The answers varied from one campus to another. On

some the emphasis was on the counselor as generalist. That

is, each counselor was expected to provide all or almost all

of the various types of counseling described above. In this

model, the counselor would be the individual primarily respon-

sible for helping the student plan the academic program. The

counselor would also be the person to whom a student would go

in case of subsequent academic questions or difficulties. In

addition the student would see the counselor for problems hav-

ing to do with adjustment to college, family difficulties,
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and the like.

At the other extreme is the s_pecialist model. Here, each

counseling function would be handled by a different counselor.

One potential difficulty with this model is that it tends to be

left to the- student to define the problem category. In some

cases the student definition might not be the most appropriate

for effectively dealing with the problem.

In practice no campus represented the generali t or spe-

cialist model in pure form. Rather, it was a matter of emphasis

which placed campuses at one or the other end of the continuum.

Usually, financial aid and veterans' counseling were handled

by specialists. Career and vocational counseling were also

frequently separate, particularly When the emphasis was upon

placement of graduating students.

There are a number of dimensions which refer to the orien-

tations or goals of the counseling service. We now describe

these.
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1. -edical versus Outreach. The traditional counseling

function has been structured in terms of the "medical" model.

That is, the student, if he felt the need, would make an

appointme 't with the counseling service. The arrangement

is analogous to what is involved when one seeks the services

of a phys oian or psy hiatrist.

Under open ad -issions many campuses initiated a signifi-

cant shift away from this medical model. instead an "outreach"

oxientation was developed. Here, contact between a student and

a counselor was not left entirely to the initiative of the stu-

dent. The counselor took considerable initiative in generating

contacts. This could have occurred in different ways. First,

the counselor might have periodically contacted the student in

order to d:Lscuss possible problems and to obtain some idea of

the studeat's academic progre s and social adjustment. Second,

there may simply have been a schedule worked out at the begin-

nlng of college whereby a student -as expected on a periodic

basis to s(aek a counselor. Third, there were counselor fun

tier's, such as planning, advising and registering a student

for his academic program which made it necessary and inevitable

that the student see the counselor. In this case it was netessary

because otherwise the student would not have been able to com-

plete his registration. At such ti_es other matters could be

explored.
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2. Mandato- versus Volunta Counselor Student Interaction.

While we have noted above that many colleges attempted to routi-

nize student-couns-lor meetings, it did not always follow that

sach conta-ts were mandatory. The counselor may have attempted

to contact the student, first by letter, second by telephone,

but there were no sanctions if the student did not comply with

the request of the counselor. However, in some cases it was

made clear to the student that certain potential sanctions

might exist for failing to see the counselor. For example, it

could be indicated to the student that if he did not see the

counselor at the expected intervals, the student could expect

little support should he run into academic difficulty which

m ght require the counselor to intercede on his behalf. In

short, there were structural arrangements on some campuses

that made student-counselor contacts inevitable, and therefore

mandatory for all practical purposes. Aside from these arrange-

ments, whether contacts were mandatory or voluntary was a matter

of degree.

3. Dyadic_versus Group_Counseling. Largely as a response

to particular problems of open admissions students and due also

to the increased student-counselor ratio, some campuses developed

group counseling programs. There was no case on any CUNY campus
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where group counseling replaced dyadic counseling. However, as

a matter of emphasis, some campuses made a considerable invest-

ment in group counseling. Typically, groups of approximately

fifteen students were scheduled to meet with a counselor (and

someti es with an advanced undergraduate student who acted as

an assistant counselo for one or two hours per week. On cer-

tain campuses this type of setting provided the bas_c arena in

which couns_ling took place and in which most freshmen were

served. These group sessions often formed part of the student's

academic program and were defined as part of the course load.

n some instances groun counseling continued for the entire

fresh an year, while in others it took place only during the

first six to eight w--ks of the f rst semester.

A major aim of group counseling was to provide the student

with an orientation to college and to help with initial problems

of adjustment. Also the group setting provided a context for

the development of social relationships among students. On

the face of it,,this may have been)particularly important at

CUNY, since it is a nonresidential university, and therefore,

does not provide as many opportunities as residential campuses

for the development of peer relationships. In addition, of

course, the groups also had the potentiality of allowing
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students to overc e "pluralistic ignorance." By observing

that others had similar concerns and anxieties, the group set-

ting could have furnished ego support, which would otherwise

not have been available.

4. Therapeutic versus Socialization Goals. The tradi-

tional counseling mode as it has existed on most college

campuses, and as it existed at CUNY prior to open admissions

was one in which the counselor provided therapy. Student prob-

lems were defined primarily as intra-psychic.

Under open ad 'ssions a shift in counseling goals occurred

on many campuses. The counselor was no longer primarily

defined as a therapist, but rather as an agent for facilitatin

the socialization of the student to the college environment.

One counselor exemplified this orientation when she described

her role as one of providing the student with a "survival k t."

That is, it was her aim to help students acquire an appropriate

"cognitive map" of the college system. This would include pro-

viding information on how to deal with bureaucrats in regis-

trar's offices, h w to deal with professors effectively, what

courses to take, which to avoid, and the like. In short work-

ing on the assumption that many students entering under open

admissions did not bring with them the social skills 1,1, -h
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we e part of the repertoire of traditional students, the tak

of the counselor was to help in the development of such skills.

In this case the goals of counseling were highly pragmatic and

emphasized providing information and social skill- rathe- than

bringing about intra-psychic change.

Admittedly, all therapy may be considered as a form of

socialization. However, we believe there is a valid distinc-

tion to be made regardinq the emphasis upon psychological

dynamics as against acquisition of role playing skills.

5. Peer _ounseling. Campuses varied in their use

undergraduate students in the counseling pr_cess. Some di

not use them at all. Others used them as "paraprofessionals"

t- assist the regular counseling staff, particularly in group

counseling settings. A few campuses used students for peer

counseling in areas which were not covered to any great extent

by the counseling staff. In any case student counselors were

typically under the supervision of the counseling se ice.

eload Definition

Campuses varied in their definitions of counselor case-

5 9



loads. On some campuses counselors were assigned a caseload

at the beginning of the academic year, and this was composed

essentially by a random procedure. For example, the counselor

might simply have been responsible for some group of students

whose last names be an with "A" through "H". However, if a

campus made extensive use of group counseling, the caseload

consisted ofthose students in the groups for which the coun-

selor was responsible.

On a few campuses caseloads were assigned according to

other criteria. For exampleif the counseling service was

closely tied in with remedial departments, the caseload might

have been defined by those students taking certain remedial

courses or by students who were taking a certain number of

such courses.

At some schools there were no procedures defining a

formal caseload. To some extent whether a caseload approach

was used depended on other dimensions noted earlier. Thus,

f counseling was organized along the medical model,

caseload assignments were less likely to occur.
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it is difficult to describe, or at least to interpret

student-counselor ratios. On many campuses the ratio seemed

quite high (one counselor to 250 or 300 students). Func-

tionally, however, the number of students seen per week or

over the course of a semester _ay have had little relationship

t e formal caseload. It is di ficult to assess precisely

the number of contacts between counsel--s and students, and

1, is difficult as well to assess their duration and content,

since many counseling services did not keep detailed records

such r-r,r14-m S.

Whatever the method of matching students and counselors,

there was also variation in the timins of the initial encounter.

It could have occurred at any one of three points: (1) During

the preli anary testing and assessment stage, if counselors

were responsible for running the testing sessions and orienting

the students to the meaning of the evaluations; (2) During the

program planning and advisement phase; (3) After students

matriculated and school had st--ted.

W th regard to the above, it must be unde _tood that

not only did campuses vary in the timing of the initial en-

counter; they also varied along the dimension of continuity.
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The initial encounter may or may not have been with the person

who would become the student _ regular counselor, assuming of

course, that a campus even operated on the principle of assign-

ing formal caseloads.

Counselor-Faculty Relationship

As a result of open admi sions, counselors on some campuses

to play a more actIve rce with faculty. In such cases

it was almost as if the counselor defined his role as the stu-

dent's agent. For example, if a student was doing poorly, the

counselor thitiated contacts with the relevant instructors in

order to make some assessment of the difficulties. In cases

where the counseling service was closely integrated with the

compensatory education department, the liaison between counselor

and instructor was very close. In fact, the counselor sometimes

sat in on classes (that is, the compensatory ones) so as to

familiarize himself with the content of the class and the per-

formance of the students in the classroom. This occurred partic-

ularly whare the students in the classroom constituted at least

part of the counselo 's caseload.
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t other carnouses, the counselor usually would be in con-

tact with faculty only if the interaction were initiated by

the faculty member.

Another important aspect of the counselor-faculty relat- n-

ship concerns the role of the counseling service in relation

college committees on academic standing these are usually com-

posed of adr nistrators and faculty) . I- the event that a stu-

dent was being considered for academic dismissal, there were

some campuses where the counselor participated in the decision

making process, providing information relevant to the decision.

The counselor could act as the student's advocate, asking for

a delay in judgment pending improvement in the student's academic

perfor ance.

Ba k oun valuation of Counsel -s

Prior to open adm ssions most counselors had graduate

training in the fields of clinical or counseling psychology.

The primary orientation of counselors at that time was thera-

peutic. After open admissions began, the sharp increase in

students brought about increases in ihe coun eling staffs.

Along with the changing or.entations and functions of counsel-

g services, there also occurred a shift in the backgrounds
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of new counselors. New staff were more lik ly to have had

training in social work or other fields where the profess_onal

was used to handling larger numb rs of clients, frequently on

a short term basis. The general trend was away from an emphasis

upon those with clinical backgrounds.

The degree of train g terms of highest degree attained)

ied from campus to campus. Some campuses hired counselors

with the acheior's degree. Other campuses would hire no

counselors with any degree below the master's level. Still

other campuses emphasized the doctorate and preferred to h --e

counselors with Ph.D.

Given the greater ethnic diversity of students entering

CUNY under open ad issions, hiring prac_ices led to greater

heterogeneity of social characte- tics among counselors.

More women, Blacks, and Hispanics were hired than was the

case before open admiss ons began.

Counselors occupied faculty lines (except in the case of

financial a d counselors, who occupied administrative lines).

Since the academic year for faculty counselors is a nine month

year, this apparently created certain logistical and budgetary

problems, particularly on those campu es where counselors
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he assessment, orientation, and

program planning pnases which often occurred during the summer

months. The problem involved the issue of extra compensation

for summer work, .hus generating budgetary strains. Had counse-

lors adm nistrative 1-nes (which are funded on a 12

h basis) ,some of these tensions might have been avoided,

and tho involvement of counselors in the pre-rr'atriculation

activ ties might have been greater.

ce most counselors had faculty status, they were sub-

ject to faculty procedures governing promotion and tenure.

However, they typically did not spend much t me in classroom

(except in the case of those involved in group counseling pro-

gra How then were they evaluated? What were the criteria?

On many campuses the evaluati n included first, some observation

of the counselor's performance. This often involved a direct

observation by a senior member of the counseling staff. The

observer could be present while a counseling session was

ig on, or he might review a tape recording of a counseling

session, with a conseguenc discussion on the part of the ob-

server and the observee regarding what went on in the session

and why it occurred. A second aspect of evaluation utilized

student input. That is, the director of counseling sometimes

ested reports from the students regarding their reactions

to ana satisfaction with .pecific counselors.



Self-Assessment of Couns n 1.reness

Assessmeri of the effectiveness of counseling had been

rather pe functory. There were almost no systematic assess-

ments of the effects of counseling upon various student out-

mes h as grades, retention, and the like). The typical

assessment eff rt was restricted to subjective i pressions of

thf7 counseling staff. In short -here was relatively little

hard evidence collected by the local campuses or by the counsel-

vices themselves which would illuminate the question of

effect& of counseling upon student academic ou.comes.

GRAD INC SYSTEM.3

We have noted before that CUNY defined itself as respon-

1 not only for increasing access to the university, but

also for maximizing student chances for academic success. Be

cause m ny students entered CUNY with inadequate academic and

psychological preparation, most colleges moved in the direction

of trying to create a more nurturant academic environment, par-

ticul, ly during the f e hman year.
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went beyond the develoDment and expansion of

counseling services. Modifications in grad-

g systems also developed. Non-punitive gradel representing

alternatives to the traditional "F" were developed. Thus, on

student failed a course, rather than receive

he would receive a grade indicating that no credit was

given for the course. In this case the failure was not computed

student's grade point average (GPA) . At other -chools,

a student failed a course, he had the option of taking a

al g ade. The effect of such a grade was to elimina e

,pus,

L-L from the GPA and to remove the attempted credits

the -tudent's record. In short, it was as if the student

never took tne course.

This increased permissiveness of grading occu red mainly

In the freshman year. It was felt that many students might

dc unsatisfactory work initially. However, after a poor start,

improvement might take place, particularly as a result of

compensatory and other support services. If such improvement

occurred, it was felt that the initi l low level of performance

should not constitute an "albatross" which the student should

have to car y around his neck for the subsequent years of the

coil_go c3reer. Therefore, it seemed reasonable to develop

alternative grades which would not unduly penalize st dents

for init: 1 y poor performance.
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In itself such a policy does not necessar.ly constitute

a dilution or lowering of academic standards. The rationale

was that the permissiveness in grading options during the

freshman year would allow the student who improves subsequently

to compl te college with an academic record which is a better

indication of his performance than would be the case if the

initial low performance were taken into account. If the stu-

dent failed to improve after the first year, it was almost

impossible that he would be able to complete successfully a

course of study leading to a degree. Therefore, the fact that

CUNY colleges made effor ts to avo4_d the demoralization which

might occur from a slow start, does not imply that the student

was not required to exhibit co petent academic perfo -ance

later

CRITERIA FOR MAINTENANCE OF GOOD ACADEMIC STANDING

Another effect of open admissions concerns the criteria

defin ng the maintenance of good acadkAl_c standin At all

CUMY ca puses ith the exception of two where grades were

eliminated) it was necessary to attain a minimum grade poi"L
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average of 2.0 (C) in order to graduate. This was true before

open admissions, and it is still true. Prior to open admissio:

students were allowed a certain amount of time to reach this

level. For example, in the freshman year, a student was re-

quired to maintain say, a GPA of at least 1.8 in order to

avoid being subject to dismissal. After open admissions began

this procedure was maintained, but the point at which it was

applied was delayed. Indeed, one open admissions guideline

was that students should not be dismissed for academic reasons

durImg the freshman year. After this time, however, students

were required to maintain minimum GPA's, or they were subject

to dis-issal. As the number of credits attempted inc eased,

the minimum GPA also increased, until at some point it was

necessary to achieve the minimally acceptable 2.0 GPA required

for graduation. At those c_lleges where grades were not used

(just "credit" or "no credit"), there were still expectaticns

regarding the rate at which credits were to be earned. Stu-

dents who fell behind these expectations were subject to dis-

missal.

SUENKRY

Considered together, the evaluation and program placement

_erases, the compensatory and counseling service, the changed

gradng system, and the modified criteria for the maintainence



of good academic standing were all intended to create, during

the initial period of college, an environment which would, in-

sofar as possible, be supportive and increase the possibilities

of academic success for the greatest number of students. Never-

theless, there was considerable diversity among campuses in the

implementation of open admissions. These differences may

help to account for the differences among campuses in student

academic outcomes such as retention rates grade point averages,

and rates of credit generation.

RESEARCH PROCEDURES

Data Sources

In the next section of this report detailed descriptions

of open admissions implemenation are provided for every CUNY

campus. The data have been collected from various sources,

primarily through interviews with key administrators and fac-

ulty who have been involved in various aspects of the planning

and actual operation of programs connected with the open ad-

missions effort. Numerous visits were made to each of the

seventeen campuses.
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the initial data collection stage, interviews were

conducted with administrators. This included presidents,

open admissions coordinators (where such a position existed

deans of students, and the like. These interviews provided

an overview _f the services offered as well as an indication

of the general attitudes of the key decision makers toward

open admissions.

The second phase of the data collection operation involved

interews with'key faculty on each campus in the departments

ccnpensatory work. These interviews were quite de-

tailed. Each generally lasted for about 1 1/2 - 2 hours.

Fc.aetimes the interviews were conducted with a single faculty

ho was considered to be most deeply involved in the

co pi satory program offered by a given department. Inother

cases the interviews _e e conducted with several faculty mem-

bers at once. In- these instances it was felt either by us

and/or by the relevant department that a fuller picture could

be provided by including several key people in the discussion.

In addition to the interviews, we were frequently provided

h documents. These served to provide greater detail on

various aspk_L.7ts of compensatory programs. For example, we

routinely requested course outlines and syllabi describing

the compensatory work offered by each department
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The third stage of the data collection operation involved

interviews with the counseling personnel on each campus. Again,

the interviews sometimes consisted of a discussion with a

single individual (frequently the director), and sometimes

th a group. Typically, the group interviews consisted of

the director of counseling along with other meMbers of the

counseling staff who may have been particularly familiar

with certain aspects of the counseling services.

Limitations

While we believe we have interviewed almost all of the

key individuals involved in the open admissions effort on

every campus, the descriptions to follow have brIen painted

with z. broad brush and have necessarily overlooked many of

the subtle and important microsc pic details which are a

part of the overall style of the open admissions effort on

each campus. We have clearly not achieved the level of de-

tail and interpretive comme7o-.ary which one might expect from

an anthropologist conducting an ethnographic study. Given

time and resource li itations T4e could have done this for
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only one, or at st, a few campuses. In doing so we would

have achieved greater detail, but the cost would have been

a loss of coverage. Thus we know something about the pro-

ceses by which students were placed in compensatory courses

and the criteria defining satisfactory performance in these

courses. However, except for a fw cases we did not observe

what actually went on in the classroom.

It should also be pointed out that with the exception

of one campus, we have no detailed interview data on students.

Therefore, it must be said that the realities we shall describe

are the realities that have been reported to us from the per-

spectives of administrators and faculty. Whether students

believed they were receiving what the college staffs thought

they were providing, and whether they were satislfied with

what they were receiving, is largely unknown to us (although

we do have student questionnaire data on some aspects of re-

mediation, which will be reported in a forthcoming volume).

Nevertheless, it ust be said that we think we have ob-

tained a reasonably detailed picture of each campus's efforts

to come to grips with open admissions. We think that the

overwhelming majority of interviewees were quite frank with

us. Prior to every interview, the respondent received a de-
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tailed letter outlining the purposes of the interview, and

its significance for the larger research context. It was

also pointed out that the research was being conducted inde-

pendently of the poard of Higher Education, and that the re-

spondent uld never be identified. It is our sense that the

specific campus descriptions are accurate, even though not as

deta led in all respects as we would like.

Organizationof thiiltz2EL

The report describes the structure of open ad-issions

services over the first three years of the program. That is

it covers the 1970-71, 1971-72, and 197-73 academic years.

The primary focus is upon those services which were provided

for the first three freshmen classes durinq the freshman year.

This is not to say that services were not provided to these

students during their subsequent years. Nevertheless, we

believe it to be an,accurate statement that the provision

of various services on all campuses was most intensive du

the freshman year. While various services were available in

the sophomore year and subsequently (as they'always have been

at -ost American colleges), the freshman year has been defined

as the critical period during which it was hoped that the support

7 4



-68-

services would have an impact and would increase students'

chances for success in subsequent years. Our focus is, there-

fare, primarily upon the provision of service during the fresh-

man year.

The structuring of various services was not static over

the first three years of the open ad issions program. Based

upon practical experience gained in the beginning, most cam-

puses introduced modifications into their programs (or components

thereof) fron one year to the next. Where such changes occurred,

these are described.

We now turn to the detailed description of the adaptations

and responses made by each campus as a consequence of open ad-

missions. The descriptions are presented on a campus-by-campus

basis. We first describe each of the four year, senior colleges.

Then we shall consider the two year, community colleges. Follow-

ing these detailed descriptions, we shall discuss the significance

and future uses of the data. Particular attention will be given

to their place in the overall strategy of this ongoing research

project.
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EVALUATION OF STUDENTS AND PROGRAI4 PLANNING

Fall 19 0

Students visited the college three times prior to the

beg nning of classes. In may an English placement test the

Cooperative English Test) was administered and students -e e

asked to produce a writing sample. Students also received

financai aid counseling at this t

During late July and early August, registration and

orientation was coordinated by the Depa tment of Student Per-

sonnel Services. Volunteer faculty and student aides assisted

in the process Students were processed in blocks of about

twenty-five. Each block met for about one hour with faculty,

students, and counselors. Six groups met each day. Students

received information about the college and advice regarding

course offerings. Students who were advised to take two or

more remedial courses were seen by counselors from the De-

partment of Compensatory Education. By the end of the day,

students had registered. However, it was reported that many

courses were closed, so that many students did not register

for the courses they had been advised to take.

Further freshman orientation took place in early September.

A twcay session called "Student Dialogue Day" was held. Dur-
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ing this period, the incoming freshmen were broken up into two

large groups with si ilar programs scheduled for each day. ri

the morning students were greeted by members of the adrninistrati

in the afternoon they met in small gr-ups wi h faculty volunteers

and upperclassmen.

Remedial work was offered in the areas of English, Reading,

and Math. Although the college had administered the Cooperative

English Test the results were not used for placement. The rit-

ing sample was used for this purpose. Two faculty members from

the English Department read the samples. If there was dif iculty

making a placement decision, a student's paper was read by a

third faculty member. Students could be placed into different

levels and sequences of compensatory English courses. Students

were placed in the lower level courses if their writing exhibited

severe spelling problems, consistently gross mechanical errors

(fragments, run-on sentences, subject-verb agreement errors, etc.),

and a disorganized manner of presenting ideas. Students with less

severe deficiencies in such areas were placed into higher level com-

pensatory courses. Such placement guidelines were applied more

systematically in the second and third years.

Work in reading and study skills was offered by the Depart-

ment of Compens-tory Education. The reading section of the Open

Admissions Test was tes placement instrument. Students whose

7 9
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e need for intensive remedia _ion were plac d

into a lowe_ 1 vel reading course. Those who needed some re-

mediation were placed in a second course. In addition th

partment -d several study laboratoria- in academic content

areas such as sociol gy, ph.iloscr. history, marketing, and

the like. Stilde deficiencies wer advised

register Sor these ibs. aey were taking a regular course

the parallel contet area. Indeed, those students placed

the second level reading course had the opt on of choosing the

appropriate study lab instead.

Placement in -ath was based upon the high school background.

Three remedial courses were offered to compensate for gaps in

high school math experien e. only business students and pro-

spective math majors were required t_: take regular mathemati s

courses, and therefore, they bad to take the compensatory courses,

f indicated. However, sc ence requirements for liberal arts

students made exposure to the compensatory courses desirable

them also. It was reported that some studLnts requiring com-

pensat ry work, did not receive it because oL adr' a ive

difficulties.

Srudents taking heavy remedial loads were advised by coun-

selo s to avoid certain kinds of courses. For e_ample, students-'

ith serious deficiencies in reading skills were counseled n t

take c urses requiring extensive and difficult reading.

8 0
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was reported that the average credit load for such students was

in fact lower than for regular students.

Fall, 1971

ocedures were essentially the same as the previous

year. Students assigned to two or more remed al courses were

advised by counselors from the Compensatory Education Depart ent.

All other students were advised by faculty.

Fall 972

In this year the only change which took place was that

all studants with reading deficiencies were placed in the lower

lev 1 reading and study skills course.

SUPPORT SERVICES, I: STRUCTURE OF REMEDIAL-COMPENSATORY WORE

..csaLE,21.1ms.itED2.2_12gasatE22:1121_s2Ln

The compensatory structure resembled tHe decentralized type,

The Compensatory Education Department offered work in reading

and study skills, while writing was handled by the English

Departm nt, and math within its Department. The Compensatory

Education Department was supposed to play a coordinative role,

and provided some of the faculty lines for remedial work in

English and Math.

8 1
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Areas of Compensatory Work

1. English. The Department developed a sequential course

structure. A distinction was made between "remedial" and "cor-

rective" courses. The former were designed for students judged

to be seriously deficient in writing skills, while the latt-

we e for students whose deficiencies were less severe. Stults

who completed the remedial sequence received a total f two

credits. The corrective sequence was constituted by two courses,

each of which met for four hours weekly and carried two credits.

A student's path through the remedial-corrective courses depended

on the level of initial placement and upon the level of perform-

ance exhibited at the end of any given course. In theory it could

take a student more than one year to complete remedial work. In

addition to the above structure, there was a special course for

students whose primary language was not English. This course met

for two hours, but carried no credit,

By 1972, the number of re edial courses was reduced to one.

In effect by 1972 the Department offered an intensive w-iting

course which was followed by two corrective courses.

In the intensive courses the emphasis was upon the elimina-

tion of gross errors. Attention was directed to spelling, punctua-

t in, use of standard English, and the presen ation of ideas in

sentences, paragraphs and larger units.
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In the more advr7nced cc,mpensatory courses, less emphasil;

was given to grammar and the like. T,ttention was directeCI to

the coherent organization of ideas and to the use of lancuge

as a method for expression.

Different teaching approaches were used. One was the tra-

ditional teacer centered approach, a second involved computer-

assisted instruction (CM, a third used programmed materials,

while a fourth utilized a linguistic approach called "sector

analysis". The maority of the remedial-cr nsatory sections

were run in traditional fashion. The CAI E ;..roach was implemented

in the second semester of tl-le first year. The other techniques

were introduced during the second year of open admissions.

Individual faculty members were responsible for evaluating

the progress of their students. In the intensive remedial courses,

students were graded on a pass/fail basis. In the more advanced

compensatory courses letter grades were issued.

Most faculty were involved in teaching the compensatory

courses. Four faculty were recruited to teach the lower level

courses. it was reported that it was not considered "prestigious"

to teach the remedial-compensatory courses. Part-time faculty

were alsr used. It was our sense that the remedial effort was

somewhat isolated from the mainstream of the Department.



2. Peading and stud skills. The Department of Compensa-

tory Education offered two reading and study skills courses.

for two hours weekly, 1-,,Jt (7,rried no credit. ition

stu. dy laboratories were offered. These provided help in reading

that was directly linked to content courses in a_ as such as

r'arketinq, management, psychology, history, and

The lower level reading course emphasized basic skills In

speakir, listening, reading, and writing. The effort was made

te develop an awareness of language as it is used in such fields

as science, politics, poetry, and the like. Students weir( t-

made a are-of how meanings are influenced by connot_tions and

denotations, jargon, metaphorical language, and style. Tech-

niques of cri ical reading were taught. Fot ex----Aple, materials

were ined to determine whether conclusions were based upon

iiferences, opinions and the like. Attention was also

devoted to developing other stady skills.

The study labs were reading teachers sat in

subject area clases to bece aware of the content and

the particular di ficulties of specific studen The teacher

then worked with stud nts on the actual class materials and

assi nts. Tt was hoped that this process would impr ve

the perfor ance of th- student in the specific course and

-d have more general effect of improving readirg and

study skills.



Each instructor made evaluations of students. Mo post-tests

or other final examinations were required.

addit onal work ;7F10.,.- co ,-otion of the

Studen s n eding

urse we

second course. It was r,,por -d that

udents exposure tc the first eoi-_se was not sufficient to

enable them to overcome their deficiencies. However, it was

stated that a sub-tantial number did not take the second counLe

Ovel: the first two years there were abo -igilt or n ne

inst:1-uctors. In the third year a few more instructors vere

SEEK program, a

th- instructors were paid from fund-- for the

ial compensatory program for disadvantaged

stud nts which pre-dated open admissions.

WaS

3. Yathematics A sequence of three remedial_ courses

r r during the first two years. These were defined as

c-l-colleg,7- courses. The first cove ed elementary algebra and

met for four hours. The second focussed e plane geometry and

also met for four hours.. The thi d covered inter ediate algebra,

mooting fo three hours None carried c. -lit. Students who had

not taken these courss in high school were required to take them

if they were business m lors. Liberal arts students were advised

to take them, but there 4as no college-wide ma h requirement in the

liberal arts. Nevertneles ,
these preparatory courses were pr -

r-,uisites for any college level math cou es.



In the third year, busi e Z-=% -Jents with no high school math

were required to take t e eleme-_tary algebra course. Those who

had elementary algebra were placed in a new two semester course

coy:ring intermediate M.gebra, trigonometry, and other topics.

The course met for four hours each term and carried one credit

su cessfu_ completion of the sequence. In th_ spring, the

comynsatory mathematics program was restructured. However,

it dtd not 5erve more than a handful of the Fall, 1972 fr .hmen,

and did not become fully ')perational until Fall, 1973.

teaching approach was conventional. Standard math

texts were used. Examinations were given after completion of

major t- pj s, and a standard final examination was given at the

end rf each course. This exam generally counted one-third toward

the fual grade.

were recorded

instructors issued letter g ades, the

t:.ar as dass (A, D, C, D) or Fail.

Fror _ _ beginning of open admissions, a mathematics lab-

oratory was availabla to students. It was staffed by tutors and

volunteer faculty. Students reccived both individual and groap

tuterir

Durinj the first year, the primary responsibility for

teaching the compensatory courses was assigned to math faculty

who were on SEEK l nes within the Department of Compensatory

Education. These facu ;y were members of the Mathematico De

8 6



par T; In succeeding years, there was increased involve-

ment on the part of other math faculty members.

Tutoring.

Tn 1970 tutoring was rovided through a nurher of sources.

First lunteers from _ local corporation E -ovided assista

in t1 Reading and Study Skills area. R th individual and group

tut ring were provided bv these 'Jolunteers. By 1971 some funds

w, _e available for stu2.ent tutors. These tutors were

commended by th_ e 'c departments. The service was co-

dinated by th,_ epartment -)f Compensatory Education. In

197: an effort was made to integrate student tutors with ongolng

classes. In this way the tutors cou:1 develop a closer acgu int-

ance 1=ith class content and provide students with assistance based

on this familiarity.

S lf-Assessment of Remediation

A systematfo attempt to assess the writing program was

npproach was compared with a proarammed

tion approach and a linguistic instruction approach. One

rried out.

inst

major find ng was that for students who needed intensive remedia-

tion, improvement was great as it was for students in need

of only a fair amoun Ariediat on. That is, remediation was

more effectiv , for students with moderate weakness in writing

than it was for those with severe we kness. No strong evidence
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emerged suggesting the superiority of any particular teaching

method. Change was riasured. primarily by comparing pre-and post-

remediation writing samples.

In the reading area and in mathe a i s, no systematic ass-s--

7.:,ents had been carried out.

Several of our interviewees alluded to organizational dif-

ficulties which they felt hindered the remedial effort. On paper

the colleg- seemed to be making a substantial effort in helping

open admissions students. However- in practice there L,eemed to

bf, inadequate commitment on the part of the traditional acade ic

departments. The college appeared to have gone further than most

in establishing open admissinns as an administrative category,

thereby insulating it as much as possible from the traditional

activ ties of the ins itution. It was reported Lhat the effect

iveness of the study labs in the Compensatory Education Depart-

ment was hampered by poor relationships with academic dep -tments.

In additi._ there w. considerable conflict in the glish De-

"tment. In par , this may have been due to the fact that the

CAI experiment wa th_ea ening to many faculty.

Several interviewees also pointed out that evel'. though place-

ment criteria were rather well th,Ight out, administrative pro-

cedures allowed t7o many students to slip through the remedial net.
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SUPPORT SERVICES, 2: COUNS_LIN- STRUCTURE

Administrative Locus of_Counseling

The counseling function was administered by two different

units. Students who were taking two or more remedial courses

were assigned to cou -elors within the Compensatory Educati,-)n

Department. All other students were served by counselors in

the Department of Student Personnel Services. This was true

all three years. Prior to the beginning of open admissions,

it was planned that the two services would work closely to-

gether but this did not begin to materialize until 1972.

Tues of Courlselina

The Department of Student Personne 3rvices (DSPS) pro-

vided all types of counseling services. All services except

clinical, therapeutic counseling were provided by the C _pensa ory

Education Department. Students assigned to this dertment were

referred to DSPS for psychological counseling. In addition the

latter provided exit counseling for students who we-- taking

leaves of absence or dropping out. Counseling for inccfai g

transei studtriLs as also '-ivided.

Counseling Division of Labor

In both departments counselors were generali ts.

there were separate finan 'al aid counselors.



Styles of Counseli

Medical versus Outreach. In the co pensatory

counseling resembled the outreach model

den,s during program plan- ing. They s

u selors assi

sequently initit
contact with st-.ents through letters a d telephone calls.

students saw counselors priarilv on a self-referral r:asis.

and the model here tended toward the medical type.

Manda

Counseling was

olunta- Couns udent Interaction.

lly voluntary. However, in the Compensatory

gram, the chances that a student w uld see a counselor we

greater.

3. p..yi_d_l_1_79,-1.!21-!_q-1223-2. Beginning in 1970 all

freshmen took the Freshman Sminar which was run by the Depart-

ment of Student Personnel Services. The purpose ws to previ

an orientatlon to college. The Seminar met for one hour each

week during the course of the first mester. Counselors,

acuity members atd upper classman participated as group 1-_ade

oup size was about fifteen. No credit was given for the Sem-

inar. Attendance was mandatory, but there were no sanctions if

students did n-t show

ts become acquainted with one an,Dther and discuss matters

of personal and educatona1 importance.

The Seminar was designed to help stu-



-82-

In addition to ,.he above program, staff from thr Compensa-

ucation Depar1

basis.

provided group sei- c on a v-r _tary

Thera euti- versus Socia1izaton G-als. T,he primary aim

of the counselors in the Compensatory Education Program was to help

students survive in college. The group counseling dscribed above

so had this aim. The r cular counseli g staff also focussed on

Pa

problems. Therapeutic counseling w:s a re]atively small

the o\,rall effort.

Casel ad Definition

In the Compensatory Program the caseload was about 60:1.

S udents were assiqned randomly, although same requested a coun-

selor of the sa r sex or race Aft_ the firc't year, students in

the Compensatory Education program were advised to seek counseling

through the regular service provided by DSPS.

For the r

ince contacts

t was

freshm

Counsel°

counselors there were no formal caseloads,

cally student initiated. In 1972-73

about one-quarter of students serviced were

Relationship

Faculty could and did make referrals to counselors la both

units. Counselors had repr1entation on the 1,cadertlic Standing



Commi- e

was
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make recemme dations on behalf of studen

_st likely to occur for st7_1.-ents in academic trouble

who were actually seeing a counselor. Faculty in the Compensato-

Education Department were most likely to make referrals to coun-

selors their unit. Referrals were less likely to come from

facu,ty in academic departments.

und and Evaluation of Counselor
_

the Department of Student Personnel Services, there were

five clinical psychologists with Ph.D's, one general counsel

and one t- ime counselor. In addition several interns worked

,4cC
,o14 aff was e-aluated annually.

In tha Department of Compensatory Education tere were

tePn c- ns-lors in 1970, tenty-one in 1971, and twenty-four in

1972. ally, many of the counselors were hired witl B.A. degrees

Rowever, over the hree year period more counselors were brought

in with N A. degreo in psycho _ogy and social work Prior t

1973 it was reported that procedures for evaluating counselors

were somewhat haphazard and unsystemat

Se] sment of Counselin

No ystemitic assessment had been undertaken. The counselors

in the Compensatory Educati n Department felt that over the first

three years the service had not been administe ed effectively.

92
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The regular counseling servi e was also not considered to hal.

d muc:-_ effect uT:on open ad is students. This view was

largely a result of the fact that the regular counselors were

not defin as handling open admissicns students. 7itflin the

overall counseling structure at this college, it was the case

that only the highest r _k scudents ,hose taking two cr more

remedial cou c-s received special c unseling services.

SYSTEM AND RE, TION STANDARDS

This co11ec operated tandard A F grading

--tern It al--o used a condi arde for students who

had been doin, passing work u a rs,-, but then failed

a final exam. In such cases, m could.be re-taken.

A t tal of eight courses could be taken on a Pa---Fail

basis ut not more than one in any semester.

Students whose average at any time fell below a C,

we considered to be on probation. In addition students

were su ject to dismissal for failure to attend remedial

classes, or if they failed 60% of th--- work in one seme

ter. However, our i arviews kcated that few If any

students were ademiL groun.as before forr

semesters. The coliege's Committee on Academic Sty.lding

apparently dealt with cases on a more individualistic

basis than at many _the schools, since there were

statements of explicit criteria for the academic index

required at different credit levels.
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EVALUATION OF STUDENTS AND PROGRAM PLANNNG

Fall, 1970

During the spring of 1970 all freshmen were

invited the college for a general oritation sess-on

coordinated by Ale Office of the Director of Admissic

Students were given a brie_ introduction to the college

of the administration, and cook an English

placement essay test.

All incoming open admission students (defined as

students with a high school average of less than 80%)

we m assigned e Department of Educational Services

for program planrling advice. Approxi ately 800 entering

f eshmen were defined as open admission studants. They

met with counselors from this department prior to

September registration. At this ti_c, counselors had

available high school records and English placement test

scores. Based on these data c,12nselors provided stu

with program planning advice Students were under the

i_pr ssion that they were "regular stu( nts at the

compen-college, and many resented b ing adv

satory cou ses and/or reduc-d course loads. In the

re trati n process itself, however, there was no con-

trol mechanism to assure that student- registered for

the recommended courses.
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All regularly admitted students received program plar

ning advice from regular counselors, facul --'Tisors, and

student coun elors, who were available during registration.

The college o±fered Iemedial and compensa'.:y course

in Lnglish nathealos. nereeve_7, atorv

ff-leetions of regular courses were offered in wide range of

771,_e7p included chemistrv, classics, geology,

modern languages, psychology, political science, social

science, science, and speech and theatre. These courses

were usually structured as stretched out versions of

regular courses. That is, they were conducted at a some-
-

what slower pace. Only students assigned to the Depart-

merV-, of Educational Services were allowed to register for

the remdial and compensatory offerings.

read

The placement essay of open admissions students were

by faculty from the Engli3h Department. Student were

graded on their biliL to use lanyuage. These who were

unal)le to write coheret senences were paceel into the

compensa -ry ctions of the regular freshman ccmiposition

ceurseS, and placement was mandatory. This was true all

three years. Students with high school average of 80s,

or aLove were not placed in compensatory sections of the

re7ular Pnglish course, regardless of their performance

on _he placement essay.
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milarly, placement in the remedial sequence by the

h Department was restricted to students in the Depart-

ment of Educational Services. Placement depended on high

school math background. Students who did not have 2 1/2

years of high school math were advised to register for

these courses. However, placement wa- not mandatory.

Non-open ad issions students who had deficient math

background had the option of taking courses equivalent te

high school math in the School of General Studies. How-

ever, if they received special permission from the Department

of Educational Services, they could take the remedial courses.

The Mathematics Department also offered some compensatory

sections of regular math courses.

AIR second open admissions olas there -ere no

changes in the program planning and placement process,

Fall, 1972

There were so e changes in the ptogram planning and

placement proces- for both open admission and regularly

admitted students.
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All incoming freshmen came to the colleg_ during the

spring for a series of general orientation meetings a-d

placement testing. This year the Mathematics dela Iment

administered a placement exam which assessed arithmetic

skills While all freshman took the exam, placement in

the math sequen e was still restricted to open admiSsion

students. However, as in previous years, regula ly

admitted freshmen_ had the option of enrolling for these

courses.

returned for registration just prior to

beg nning of classes. Regularly admitted students met with

faculty cLdvisors, who were available for individual progra

planring advice. Pram planning procedures for open

admission students did not change.

In addition to the remedial and conpensatory oourse

offered du:ing the first two years, the Department of Educa

tional Services instituted several workshop in 1972-73.

Students who appeared to have a serious weakness in the

subject areas covered (such as English, chemistry, anthropology,

logic) were encouraged by their counselor to enroll. Identi-

fication of students with weaknesses was made on the b

of high school record, college performance, individual

reports from the college committee on course and standing,

and the like. In the case of English, studerts who had weak

preparation were advised to enroll in the English workshop

before attempting the remedial course offeted in the Engl sh

Department.



SUPPORT SERVICES, STRUCTU7E OF REMEDIAL CO P NSATORY WORK

Centralized_versus Decen ra ized Str ctur-

The Department of Educational Services had responsi-

bility for pr_iding open admissions and other special

prograz students with compensatory coursed in academi

subject_ tutoring, remedial workshops, and counseling. T e

CI pa tment had control over the budqet f r these services.

lowever, control over the academic content of the compensatory

U7SPS rested wlth the academic departm nts. Faculty were

selected by and appointed to the academic departments, but

approval by the Chairman of DES was necessary. These lines

were paid for through the DES budget. In short, the DES was

responsible for coordinating and administering a variety of

special programs, but the actual_ teaching of compensatory

courses was the responsibility of the academic departments.

We would classify the compensatory structure at this college

as tending toward the decentralized model.

Areas o SSEMELLILIEL2Itl!

l. EIIELLt. All incoming freshmen were required to

take the freshmen composition course offered by the English

Depa t ent. From a content point of view it was considered

as a college-level course. The main distinction between the

compensatory and regular section was that the former met for

longer hours, had smaller sections, and special services

available to students.

9 9
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first f weeks faculty had the option

of shifting a student from the compensatory to the regular

section and vice - versa.

in 1.9722, students iere placed in special c-

pensatory sec ns risigned f!or those who shared similar

problems. Thus, there were one or two sections which stressed

Black Eng '_sh. That is, student were initially allowed to

express their ideas in the language they knew, and later the

uctor began to deal with stand Id English structure.

The initial emphasis ,ras n correcAng grammar.

The basic objective of the English --u Le was to enable

students to write unified, cohere t essays. To meet this

objective, emphasis was placed on rhetoric, qrammar , sente ce

mechanic' cle and la-- In s ort, it as an intensive

ba ic course in writing expository prose.

AnP e were nJ standarized teaching methods. Faculty

were encouraged to try a Variety of approaches. Younger

tacu ty members were more likely to try innovative approaches,

while older f cllty tended to rely on traditional methods.

One innovative approach used by some faculty in the com-

position cou se was "collarJorative learning." Students broke

small gr ups and worked together on a projec such as

1 ( 0
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analyzing a paragraph). The idea was to encourage greater

teracti-n among students. It was thought that students

could better learn to write, through talk and reading aloud.

Another approach emphasized the use of student material

in place of critical reading selectio-s. Faculty would zerox

papers and use them as a :_asis for class discu .10n.

However, prof -sionally wr tten prose was also used for the

same purpose.

Frequent -class assignments were made and students

were required to write ten papers ou,side the cl ssroom, In

the regular sections research projects which involved use of

die library were assigned. H wever this was not always

guired in the compensatory sections,

Dur ng the first two years of open admissions stu ents

compensatory sections who needed additional help were re-

_ed to staff in the Department of Educati nal Serv 7es,

who pro ided tutorial assistance.

One inno tive approach which was tried in 1970 was the

Teacher-Mentor-Counselor (TMC) program. For three or four

compensatory sections, the same individual served as both

teacher and counselor. In this way, it was hoped that the

student would relate all of his needs to one individual.

1 0 .1
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Beginning in the Spring of 1973, a Writing Center was

established. The C nter provided reading and exercise

materials for students to use in teaching themselves to

write better. While facu ty from the English Department and

Depart ent of Educational Services were available to help

students, the primary fo us was on peer-tutoring. The

assumption made was t. at -tudents could learn from each other.

Peer-t tors e recomzriended by faculty. Most had recently

passed the freshman composition course (either in the

regular or compensatory section)- Peer tutors received

cour e credit J ra registered for a course desgined to serve

support group. The Center was open to all students

needed help in writing.

In order to evaluate st d nt progress, the instructor

took into consideration his writing assignments throughout

the semester. There was no final examination. However,

students were expected to demonstrate college-level writin

ills. That is, they were to be able to state a proposition

and suppo t it in standard English. No F grades were gi en.

Students could repeat the course up to three ti es. How2Ver,

y did n t pass by the third time they were dropped by

ege. It was reported that approximately 40-50%

uderr: the compensatory sections passed with a C or

bett first time. This was true nll three years.
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In 1970 the compensatory sections met for five h urs.

In 1971 and 1972 they met for four hours. The cou-se

ca- ied three credits all th ee years.

In the Fall of 1972 there were approx matelv 900 stud n

enrolled in the compensatory sections. These secti n: were

r--tricted to 15 students per class. This was true all three

years.

There were f urteen full-time faculty members, in ad-

dition to adjuncts teaching the compensatory sections in the

Fall of 1972. The ful1-tine faculty members held j int

appc.iritments -ith the Department of Educational Services

and. the Engli h Department. Some taught other English courses.

Generally, people whom the English Department thought were

suited to teach composition were assigned to the compensatory

sections. Faculty were required to meet with students at

least twice durinq the semester in individual conferences.

2. -athema ios. This college had no mathematics

auirement but 2 1/2 years of high school mathematics were

necessary for en ranee into regular math Courses.

The college offered a t -course remedial sucTuence for

open admission students. The lower course in the seauence

covered element_ of basic arithmetic, algebra and geometry.

a-
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Most students were a6lised to go into this course first.

The upper course covered elements of intermediate algebra

and trigonometry. This sequence was designed to prepare the

student for the calculus course, and to fulfill necessary

prerequisites for entrance to other courses.

Students in need of additional help were referred to

the Department of Educational Services for tutoring by

basic skills instructors. According te the Chairman of the

Math Depaitrrient, students were advised by their instructor

to go for tutoring. However, no procedure was de eloped

to monitor whether students actually contacted tutors, nor

was there any formal mechanism for feedback bPtween

instructor and tutor. According to the Chairman, the

tutoring prog am was of no value.

The lower course met three times weekly for two hours

per session. Typically, the first hour was spent in class

instruction and the second for supervised study. Faculty

used a standard syllabus. The upper course met for four

hours. Neither course carried credit.

In order to evaluate student progress, frequent

quizzes and a departmental final were administered. To

insure frequent interaction with faculty, classes were

kept small.

101
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Students who failed the final h---t were doing sa isfac-

tory class work could still pass the course. Those who did

poorly were required to repeat either the lower or upper

course. Students in the lo-er course were expected to enroll

for the upper course. Approximately 70% of students passed

the lower -ourse the first ti e. This was true all three

year

In addition to the remedial sequence, the Math Depart-

ment offered c.o pensatory sections in several regular -ath

courses. Generally, one se_tion was designated as a c-mpen-

satory section and the courses met for longer hours with

more individualized attention given.

The remedial courses were taught by full-time facu ty

from all ranks in the Math department. Generally, people

who expressed an interest in teaching these courses were

assigned. Some faculty held joint appointments with the

Depart ent of Educational Services.

3. 2thercori. The Department -f

Educati-nal Services, in collaboration with various a -ademic

departments, developed compensatory sections of regular

college courSes.
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Typically, these sectIons met for longer hours and fewer

students -ere assigned _to each section. Usua ly, a tutorial

comp ient was attached to the course. Generally, instructors

in the sections held a joint appointment with the Department

of Educational Services.

4. Workshop ProgIam. In 1972 the Department of Educa-

tional Services offered workshops in a wide area of subjects.

These workshops car ied no credit and were designed only

for students assigned to the department Gen-rally, students

who had exhibited serious weakness in the subject area

were encouraged to register by their counselor. Workshops

wer- offered in the following subjects: English, math,

algebra, reading, chemistry, computer technology, Spanish,

anthrcpology, communications, logic, con- pts, and English

as o second language. Instruct rs within DES taught these

workshops.

Tutor

The Department of Educat onal Services administered

an extensive tutoring program for those students assigned

to the depart ent. Students w uld go to the tutoring

:vices upon the advice of the counselor or faculty

member. However, attendance was voluntary. The tutors

were specialists in various academi_ dis'2iplines. In 1970

there were 22 full-time tutors and several part-timers.

This number rem ined- relatively stable all th- e years.
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One major problem that ax 'se was the lack of communi-

cation between the tutoring service and those teaching

in the academic departments. While an attempt was made to

coordinate the activities of the tutoring service and the

academic departments, faculty members often did not know

whether students were receiving help or what material was

being covered in the tutoring session This problem seemed

to exist all three years.

Free tutoring was also rvailable to regularly admitted

students in the College of Arts and Science through the

Student Volunteer Resource Committee. This committee was

set up to meet the needs of students not able to receive

help through traditional channels. Tutoring was av,Alable

through student tutors.

Self-Assessments of Remediation

At this college an effort was made to assess the

effects of rernediation. However, these assessments we

largely impressionistic.
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In 1971 the placement essay was readministered in all

sections of freshman English at the end of the semester.

A compar son students in regular and compensatory sections

indicated that students in the compensatory sections had

made more progress than students in regular sections.

en a k-d their impressions of the fresh-_an English

course, faculty members thought that perhap- too many stu-

dents in the compensatory sections were being passed. Feed-

back from faculty in the adv-_-.ced courses was often negative.

The major concern _ _ the English department rested on

the fact that the Department of Educational Services was

gaining more over the teach ng of compensatory English.

Moreover, the fact that the English department had always

been bound to the Department of Educational Services often

created confusion and conflict.

According to the Chairman of the Math Depart ent, many

students who passed the remedial courses on their first

atte -pt were not prepared for the regular math courses.

This was t-ue the first three years. However, the Chairman

rep7 ted that the department was making an effort to tighten

up on grading standards. He felt that fewer students should

pass on the first attempt.
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One major problem that was expressed concerned the

Math department's relationship with the Department of Educa-

tional Services. Instructors were required to take atten-

dance in the remedial courses and students who were ex-

cessively absent were supposed to be seen by their counselor.

However, the Chairman felt that counseling was ineffective.

Furthe, more, he felt that this was true of the tutoring

service.

The Chairman of DES stated that major changes occurred

during the second and third year of open admissions which

strengthened the department. Initially, steps were taken

to reduce the caseload of counsel- s and add more lines in

the department. By the third year, the department developed

the workshop program. The major task was to increase enroll-
P

ments in the workshop program. Many students resented going

into a non-credit bearing workshop, and during the first

year of the program there was a low rate of enrollment.

In turn, the department was faced with the problem of

justifying the necessity of the workshops. However,

according to a member of the English Department, the

workshop program provided a tore structured approach

in that students with some deficienci s were able to get

additional assistance before taking on regular college-

level work.

109
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SUPPORT SERVICES, : -TUNSELING STRUCTURE

Administrative Icus of Counselin

The Department of Educational Services was responsible

for providing all counseling to open admission and other

special pr gram students. All regular students were provided

with counseling servic_- by the Department of Student Affairs

and Services. Both these departments were located under the

Division of College Services.

of Counseling,

The Department of Educational Services provided all types

of counseling, with the exception of financial aid. The De-

partment of Student Affairs and Services provided all types

of counseling for regular students.

The C unse in Di ision of Labor

The counseling unit under DES resembled what we have

described as the generalist model. That is, counselors were

responsible for providing all types of counseling services

(except financial aid).

110



In contrast, the counseling services provided by the

Department of Student Affairs and Services resembled the

specialist model. That is, psychological, financial aid,

and career counselors handled o iv problems related to those

areas. All others were considered general counselors.

Prior to 1972 all counseling services for regular stu-

dents were centralized. However, in 1972 the college was

restructured into various undergraduate schools (e.g. social

science, science, humanities, -tc ). A student services

unit was established in each school within the college.

Included in this unit were a senior counselor, psychological,

academic adjustment, and student activities counselor. This

unit was thus responsible for providing counseling services

to all regular students -ithin each school. However, finan-

cial a d and career counseling still remained centralized.

-les of Counseling

1. Medical versus Outreach. As reported by DES,_

the orientation of the counseling unit _e -mbled the out-

reach model. 4hus, contact between a student and counselor

was not left entirely to the discretion or initiation of

the student. The counselor would periodically contact

students in order to discuss possible problems and to get

some idea of their academic progress and social adjus ment.
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The counseling staff would also receive periodic progress

reports and names of students who were in academic difficulty

from faculty in the departments.. I- this case, the counselor

would initiate contact with the student. In short, counselors

init ally came into contact th incoming open admission

students prior to registration, and maintained contact with

them throughout their freshman year. We note here th: t.

there appeared to be a conflict between DES and other de-

partments in the des ription of the DES counseling funct4ns.

Dther departments expressed considerable reservatiOn about:

the effectiveness of the Counseling, particularly that

aspect involving DES followup on faculty progress reports.

We have not been able t_ resolve the differences in inter-

pretation.

The orientation of the counseling service for regular

students resembled the medical model. That is, counselors

caMe into contact with students mainly through self-referral.

Students primarily conta_ted coun_elor- for academic-related

problems, although some came -ith personal problems. Typi-

cally, demand to see counselors was greatest during exam

periods. The need for career information among seniors

was also a motivation for seeing counselors.

The only time that a counselor would initiate contact

with a regular student was through a faculty refe_ral. Ho-

ever, faculty were asked only to refer freshman and sophmores
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who were in academic difficulty. In 1972 the academic ad-

justment counselor was responsible for c ntacting the student.

In addition, the e counselors.took care of program changes,

dropping of courses and students who wanted to take a leave,

of absence. Prior to 1972, these matters were handled by

counselors in the centralized counseling office.

2. Mandator versus_Vollaataia_galn±lor Student

interac4on. Ther- were no sanctions applied to students,

who failed to maintain c ntact with their counselor.

versus The main thust

the counseling unit in DES was on individual counseling.

During the second year of open admissions the counseling

unit set up a freshman colloquium. However, it did not work

out because of poor attendance. Counseling for regular stu-

clrits was individualized.

4. Therapeutic ve_- us Socializatin. 'oals. The

primary goal of DES counselors was to orient and familar-

ize students with the college environment. They adopted an

approach designed to provide information and support which

would help the student to understand what was to be expected

of him, and how best to meet such expe tations. The goals

re clearly to socialize rather then to provide psychotherapy.
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In. contrast, the counselOrs who were responsible for

r gular students were more traditionally oriented. That

many were clinically t ained and saw thems Ives as therapists.

In fact, the college h d several psychological counselors

who provided therapy to students with psychological probl ---s.

If necessary, however, referrals to outtide agencies, were

made.

5. Peer Cou -eling. This college had an extensive

peer counseling program. In cooperation with the counseling

office for regular students, a "Drop-in Center" was set-up in

1970. The Center provided informal counseling and made re-

fer This program started because students were generally

uctant to seek advice from regular counselors or faculty.

counselors were train 1 by the Department of Student

Another service which was run by students was called

the "Grapevine." StLients gat at a table in one of the_

campus facilities and pr vided information in a variety of

areas- for example, information on jobs, abortion, and bi--h

control. This also started in 1970.
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Caseload Definition

The, co n_elors in DES were assigned a caseload at the

beginning of the school year Students were randomly assignee

to a counselor.

Typically, each counselor was responsible for 100

coming freshman. This figure remained relatively stable all

three years. While the main thrust of counseling,services

was geared toward freshmen, contact co ld be maintained

through ut the college career.

Although the student's first contact with a counselor

came prior to registration, this counselor was n t necessarly

the same one to whom he was later assigned.

Regular students were not assigned to a speci ic counselor.

However, in, 1972 students were advised to see counselors

the student services unit located in their school.

rot_

The counseling unit of DES attempted to develop liason

th faculty in academic departments. It was hoped that a

close working relationship would ins- e that students in
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academic difft ulty would receive immediate counseling help.

However, whether or not faculty sent in progress reports or

names of students in academic difficulty would depend on the

individual instructor. Thus, counselors were probably unaware

of many students who h d academic problems.

Mile there was no formalized input to the Comm ttee on

Course aT1,7 Standing, students who were n ti ied that they

were be dropped could ask their counsilor to appear on

their behalf.

Pegular students who were lu academic trouble received a

letter from the registra 's office regarding their standing.

They were advised to see a counselor who might then make a

recommendation to the Committee on Course and Standing.

a k o nd and Eva u. _ion f Counselors

Initially, the counselors hired by DES did not have ex-

perience or training in the counseling and student personnel.

areas. Many had earned only a Bachelor's degree. However, in

subsequent years the department began to hire people with prior

counseling experience and Master's degrees.
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In 1970 there were only seven counselors, but by

1972 the department had a staff of 20 counselors.

In the Department of Student Affairs, psychological

c unselors who worked with regular students held their

doctorates, -Idle general counselors had either a Master's

or Ph.D degree in a variety of areas (such as social work,

sociology, psychology, and college student p onnel).

Counselors occupied faculty lines and rank depended on

their background.

During the first three years there were a proximately

50-55 full-time co lors. This included all but financial

aid counselors, who occupied administrative lines.

The regular counselors were evaluated annually by

senior counselors and the director of counseling. There

were no standard evaluation criteria. However, observa-

tions and discussions were used to assess performance.

In addition, some student input on counselor performance

was also used.

Self-Assessments of Coun eling

This college had not yet instituted research pro-

cedures to assess the effectiveness of c unseling on
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various student outcomes. This was true for both the

Department of Educational Services and regular counseling

office.

However, when asked his impression of the counseling

service, the Director of Counseling for regular students

felt that his office and DES should maintain a closer

relationship. Initially, there was a great deal of

friction, essentially caused by disagreement over qual

cations and criteria used in hiring personnel.

GRADING SYSTEM AND RETENTION STANDARDS

The traditional A - F grading system was used at this

college. Beginning in the sophomore year, students ere

allowed to take one course pet semester on a "Pass - Fail"

basis. Failures were -omputed in the student's academic

index. In addition a grade of "No Credit" :as frequently

used where the student did not pass a remedial Course.

Such a grade was not computed in the index.

Students were allowed a considerable period of time

to generate the "C" average required for graduation. How-

ever, with each succeeding semester, the student's grade

point average had to more closely approximate the C average.

During the student's initial two years, the retention

standards appeared quite liberal.



CHAPTER 4

CITY COLLEGE OF NEW YORK
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EVALUATION OF STUDENTS AND PROGRAN PLANNING

Since the beginning of open admissions, the primary effort

at this college has been to identify those students in need of

compen atcry work in the following areas: writing, mathematics,

and reading and study skills.

During the summer of 1970, all incoming freshmen were

vited to attend a two hour group session run by the Department

Student Personnel Services. The sessions were intended as

an orientation to college life. Students met in groups of 25.

It was estimated that between 35-40% of incoming students at-

tended. Individual counseling d d not occur. In this year the

college exper enced difficulties in the processing of incoming

freshmen. First many students did not appear at the scheduled

time for testing. Second, test results were, in many cases, un-

available until just prior to the beginning of classes. This

allowed insufficient time for program planning. Third, those

responsible for helping studentS plan programs did not have

at hand a very explicit set of guidelines. In short many open

admissions students registered without systematic advice.

Beginning in the summer of 1971, students whO were placed

in two or more remedial courses were called in for counseling

and pre-registration. This was handled by the Department of

Student Personnel Services. Advisors were either members of

the faculty or SEEK counselors. Approximately 700 students
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w- e processed in this way. All other students had an oppor-

tunity to speak with an advisor during fall registration. This

summer orientat on program was'oontinued the following year

(1972). In that year recent college graduates also acted as

advisor

writing Placement.

Two assessment procedures were used during the first year.

First each incoming freshman provided a writing sample. This

writing sample was read by 'a member of the English Depa tment

and was rated holistically. That is, an overall rating was

provided which indicated whether the student should be exempted

from remedial work, or needed remediation. If the student needed

remediation a further distinction was made regarding the severity

of the writing handicaps. Depending upon the degree of inade-

quacy, the student was placed in one of three compen- tory

writing courses. Such placement was ma datory.

In addition a commercial standardized test was used, but

it appears that the results of this test were not systematically

used with regard to placement.

While this college did not have a required freshman com-

position course, it did have a proficiencir examination in

English which all students were required to take by their

junior year. Students had to pass this examination as a pre-

requisite for graduation.
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1971 all incoming freshmen again produced a writing

sample. All papers were read and rated holistically. Place-

ment criteria were the same as for the previous year with one

exception: while placement into the first or second course

in the English sequence was mandatory, it was voluntary for

those whose writing samples indicated- a placement to the third

course.

For the 1972-73 year the Engl.' -h Depa _ment developed a

more detailed set -f placement procedures. Two tests were

used. First there was a department test of the short answer,

ultiple choice type. This test was designed to assess vo

cabulary, subject verb agreement, and organization. Second,

the use of a writing sample was continued. Students were

given a passage which they were asked to summarize, and they

were asked also to provide a commentary upon the passage.

The two te ts were used for placement purposes in the follow-

ng manner: All students who scored very highly on the first

test did not have their writing samples read, and were exempted

rom placement in any compensatory course. Those students

who scored very poorly on the first test were then placed

directly into one of the courses in the writing sequence. The

mainder of the students whose scores fell in the "middle"

range on the first test then had their writing samples read.

The wrlting samples were scored according to the f011owing

criteria: grammar, punctuation, organization, and ability
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to infer a _ain point. Readers were trained to use the cri-

teria, and it was reported that a high degree of inter-rater

reliability was attained. For this group of stude-ts, those

who made between 8 and 30 errors were placed into the lowest

level course of the writing sequence. Placement was Randatory.

Student- who made b tween 5 and 7 errors were placed in the

second course in the writing sequence. Those who made less

than 5 errors were advised to take the third course in the

sequence, but this was not mandatory.

For students whose primary language was n_t English a se-

quence of ESL courses also existed. Placement into these was

based upon a test. Placement was mandatory and typically would

end w th the students taking the regular third course of the

writing sequence.

Placement in Colle e Readin and Stud Skills

Through the fi st three years of open admissions this col-

lege offered courses designed to help students master the reading

and study skills thought necessary for academic success. The

same assessment procedure was used for all three years. ?his

was the open admissions test, actually a reading subtest of

the Stanford Achievement Test.
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In 1970 students whose raw score was 35 or above were exempt

from the college skills courses. This score approxi-ates the

10th grade level for high school students nationally. Students

with raw scores between 27 and 35 were placed in a one semester

college skill course. Students with low high school averages

were also placed in this course, even if their reading scores

would have exempted them. Students who scored below 27 on the

reading test (belo- the national norm for ninth graders) were

placed in a two sem ster sequence of college skills courses.

These placements were mandatory in principle, but due to admini-

strative difficulties noted earlier, not all students needing

such work were actually placed.

For the 1971 class, the placement criteria were the same

as for the preceding year.

In 1972 a slight change in placement criteria was made.

Students with raw scores of 37 or above were exempted from

these courses. Students between 27-36 were placed into the

second level course, while those below 27 were placed in the

first level course. In addition students mho scored between

37-39 on the OAT and who had low high school averages were

placed in the second level course. For this year it should

be noted that monitoring procedures imprOved to the Point

where students whose test scores indicated the need for place-

ment were more likely to be so placed.
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L'i_acement in Mathematics

From the beginning of open admissions mathematis place-

ment at this college had been dete Triined througn a combination

of three factors: (1) the score on a test develo ed by the

mathemati department; (2) the student's background in hiah

school athematics; the student's intended specialization

in college.

The mathematics placement examination consisted of five

parts: elementary algebra, geometry, intermediate algebra,

trigonometry, and advanced mathematics, The last section

was required only far students planning t, major in chemistry,

coMputer science, engineering, and similar disciplines. Stu-

dents planning to enter the B.A. curriculum in a non-science

area were not required to take remedial math if they had algebra

and geometry in high school. If they did not ha e this high

school background and their placement test scores were low,

then they were placed in a two semester compensatory sequence

for students not majo ing in the sciences. For those majoring

in science or engineering, those with lOw scores were placed

in a three semester compensatory mathematics sequence.

The placement c-iteria ere essentially similar over the

first three years of open admissions.. There were howeve._

minor variaA.ons from year to year in the cutpoints used for

assigning students.
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P ace ent Other Corn.ensato

The preceding di -ussion has covered the major compensa-

y areas at the college, Ho ever, specifi- departments at

this college developed their own responses to open admissions.

r example, by means of brief interv ews the speech department

tes _ed freshmen during their first year. On the basis of these

ews, the depart ent could require a student to take one

of two speech courses. In addition some entering freshmen

_h academic deficiences were advised by counselors to enroll

in one of the speech courses. It should be noted that the

definition of these courses as remedial is ambiguous, since

they were open to all students on an elective basis.

The philosophy department developed a special introductory

philosophy course for students who had demonstated weakness

in reading skills. Students who were poor in reading were

advised by the college skills department about the nature of

this course, and it was suggested that they register for

it if they indicated an interest in taking philosophy

courses.

Oth-- departments developed special sections of introduc-

tory courses for students with weak academic skills. However,

criteria for placement into the courses are not clear.
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Beginning th the 1972-73 acade ic year an effort was

made to develop total programs for students who required a

heavy o-ncentration of compensatory course work. This in
,

volve_ planning of programs so that students would not be

exposed initially to courses which demanded too high a level

ot read ng, iiing er quantitative skills. However, this

total ol&cement effort did not become fully imple ented un-'

the 1973 academic year.

SUPPORT SERVICES I: COMPENSATORY PROGRAMS

Overvi-w

Over the f -st three years of open admissiOns there was

an increasing degree of coordination in the program planning

and placement functions. The testing and placement functio s

were coordinated by the Office of Research and Testing,under

the overall supervision of the Office of the Associate Dean

for Freshmen and Sophomore Programs.

However, the compensatory teaching functions were highly

decentralized. Work in the three major compensatory areas

of writing, reading, and mathematics was offered under the

aegis of the three separate depa_tment- This s-uctu con-

trasts with other colleges where a single department assumed

the responsibility for all compensatory work.
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till1125.2rogram

Since the beginning of open admissions, the Wri ing Pro-

gram at this college consisted of a threP course sequence.

All of these courses carried credits. In the first year of

open ad 'ssions each carried two credits. However, beginning

with the 1971-72 academic year, the third and most advanced

basic writing course carried three credits. The first two

courses met four hours pe- week, while the third co -se met

for three hours.

Placement into the first or second wr ting course was

mandatory for students with inadequate skilli_ as measured

by the placement tests. If placed in either the first or

second course, completion _f the third was mandatory. How-

ever, if, on the basis of placement tests, assignment to the

third writing course was indicated, this wa- mandatory in

the f _st year of -pen admissions, b. t voluntary subsequently.

A parallel track of courses was developed for students

whose primary language was not English. Beginning with 1972-

73, stud-nts completing the ESL sequence were required to

take the third course in the regular writing sequence.

Allied with the writing courses was a writing center,

resource designed to provide individualized tutoring for stu-

dents in need of additional work.
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The objectives of the writing program were Standardized,

but the means for achieving the_ wee a matter of the indi-

first level course dealt

grammar, pu tua-

vidual style of the instructor.

with the basic me

ion, and spel

pc-itery writia,

ics of writirg;

The second level course focused upon ex-

The aim enable the student to write

a ahort essay in which an idea is coherently developed. The

third course in the sequence was designed to prepare students

to write in-class essays tald lengthier research papers (such

as term papers) . For all courses the instructors were free

to utilize whatever means they wished in order to achieve the

obje_tives.

In all three courses students were required to write ex en-

sively, both in class and outside. Considerable editorial

work was done both on students' own papers as well those

7f others. In order to pass these courses students were re-

quired to write an acceptable final essay. This essay was

(in the first two courses) read by a second instructor in the

English Department. This procedure was designed to achieve

greater objectivity in the evaluation of student work, and to

provide ed-back for instructors regarding th-ir evaluation

criteria.
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The grading policy in the writing courses was as follows:

In the first co--se sequence, students _-ere graded

a "Pass" - "No Credit" basis. In the 7,ther two courses, a

standard grading scheme (A-F) was used.

Overall, the approach of the writing program was generi-

cally oriented, particularly in the first two courses of the

sequence.

However, a few attempts were made over the first three

years of open admissions to develop sections of writing

courses in conjunct' n with academic courses in other areas

(such a- political science). Ho ever, these att- _ts were

largely experimental and could not be characterized as the

dominant approach of the depar_ ent.

As noted earlier, these b sic writing courses were

staffed by the English Department. During the initial year

of open admissions the sections were handled primarily by a

corps of instructors and lecturers specifically recruited

for the function. However, by the 1972-73 academic year,

almost everyone in the English Department participated in

the teaching of the basic writing courses.
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and Studki1ls

Tne College assembled a special staff in order to provide

compensatory work in the area of Reading and Study Skills.

This staff was separate from tne English Department. In 1970

a three course sequence in reading a d study sk lls was offered.

In_tial placement was either in the first or second course.

Students placed in the first course would be expected to com-

plete the second as well. Students requiring further -o k

would the third =-e. Tn this initial !ear, these

courses met for four hours per week, but carried no credits.

In 1971, the courses continued to meet four hours weekly

and credit was given. The first course carried one credit,

the second carried two, and the third carried one. In the

1972-73 year only the first two courses were offered, again

for one and two oredi_s respectively.

The major objective of the courses was to help students

master the reading and study skills required for success in

college. Students with serious deficiencies were placed in

the first course. The major emphasis was upon skills such

as vocabulary development, analysis of sentences and para-

graphs, fundamentals of interpretive and critical reading,

listening skills, how to outline and summarize, how to take

notes, and the like. The classes met for three hours per

week.
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Students in this course were required to att nd a skills

laboratory for indi idual tutoring in special problem areas.

Suudents who were recommended for the lab were required to

attend. The lab was supervised by a member of the college

skills division. It was staffed by graduate and undergaduate

tutors Liaison between students' instructors and the tutors

was maintained in order to provide feedback for the instru tor

on the progre s of the student.

The second reading and study skills course was the so e

course for students entering with less severe deficiencies.

It -as also the second course in the sequence for students who

passed the first course. This course focused upon reading

and study skills by li king such work with 'mini-courses"

drawn from acade ic areas (for example, in 3,9,2 psychology

and biology wete used). The aim was to provide students with

an opportunity to develop reading and study skills in a realis-

tic acade ic context. Professors from the relevant content

departments provided lectures and materials for the skills

classes. Thus, skills related to lecture note taking, study-

ing text books, writing papers, studying for and taking exa-

mination- were learned in a "real" course situation.



In order to pass these courses students were required to

take quizzes, and tests throughout the semester. Grading in

the first cou -e was on a pass-repeat basis. For the second

course letter grades (71-F) were given.

teaching staff consisted of approximately 25 people.

Most were trained as reading specialists.

Mathematics

Sine the inception of open admissions, the ma_he atics

department offered tWo re edial sequences. The first was de-

signed to serve liberal arts studentc not majoring in the

sciences. For these students a two semester sequence was

offered. For students majoring in science and related areas

such as engineering and architecture, a three-semester Sequence

was offered.

Neither of the courses in the non-science sequence carried

credit. Both met four hours per week. Within the science se-

quence the first course carried zero credit, the second one

credit And the third two credits. For both sequences, place-

ment in the courseswas mandatory.



the thr-_- years of open admissions rrtain changes

occurred in the characteristics of the sequences. In 1970-71

the non-science sequence consisted of three courses. Subse-

quently, this was reduced to the two course sequence. In the

science sequence the first course met for six hours in the

first year, five hours in the second year and four hours in

the third year.

The non-science sequence for ii:eral ats students w-s

sign d to provide them with the mathematical skills whi

should have been a quired in high school. Thu , the first

course in the isequence focused upon elementary algebra. The

second was a geometry course.

The three course sequence for prospective science majors

consisted of the following; (1 ) basic algebra and geometry;

(2) intermediate algebra and some college algebra; ) trigo-

nometry and pre-calculus. Beginning in the fall of 1972, the

mathema ics department introduced a significant change in the

structuring of the pre-science sequence: each of the courses

was divided inio three units or modules of equal length. In

order to pass the course, the student had to complete each

module. Students could take an examination on a given module

at the beginning of the semester or at intervals during the

semester. Sections of each module were taught at the same

hours, so that a student could move easily from one to another
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without requiring scheduling changes. At the end of a t. rm a

student might have passed part of a course, but not all of it.

In effect, a student who did not complete the entire course

might, nevertheless, have passed enough units so that the course

could be completed rapidly in the following semester, and the

student could then move to the next course in the sequence. In

addition, some students who had passed the second course in the

remedial sequence were placed directly into special sections of

regular math courses, These special sections were scheduled for

extra hours. It was felt that this policy might increase student

motivation. The compensatory mathematics courses were based

up n a common syllabus and common examinations. This contrasted

with the writing program wher_ there were common goals but con-

siderable discretion was left to the individuL'L instructor

the design of his or her section.

The math department established math labs which were open

to al/ s udents, although prlmarily designed as a supportive

facility in connection with the compensatory courses. The labs

were staffed by upp-r level math and science undergraduates,

supervised by members of the math faculty. Two kinds of labs

were developed. First, there were "free labs" which had re-

gularly scheduled hours, and to which a student could go on a

elf- -ferral basis. Second, there were "in-class labs" in

which several tutors might join an instructor in order to in-

crease the amount of individual help for students. The i

1
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class labs operated at the discretion of the individual

structor. Over time the utilization of the labs increased,

part- ularly in the 1972-73 year when the free-lab was situa ed

in a perma ent area for the first time. Pr to this labs

would be held in various rooms at various times, depending

upon the availability of space.

For all of the compensatory math courses, successful

c ilpletion was attained if the student passed either a final

examination (in the case of the non-science courses) or if

the student passed the examination covering each m6du1e for

the pre-science sequ nce. In the great majority of cases,

students who did not pass received a non-punitive grade signi-

fying that they must repeat the course.

Unlike the English Department which developed a staff

specifically recruited for the teaching of compensatory

writing courses, the mathematics faculty was involved in

the teaching of compensatory courses on an across 'the board

basis. That is, the remedial teaching load was spread among

the entire faculty. There was relatively little difference

by academic rank in the share of remedial and tutorial load.

136



-126-

The mathematics depart-ent had been interested in assess-

ments of the impact of its compensatory course sequences.

2valuations have been of two types. FirSt an effort was made

to assess the proportions of students passing the pre-science

sequence. It was reported that about 50 percent passed on the

first try (for whatever course they were taking within the

sequence). About 35 percent passed some, but not all, of

the modules. The remainder passed none of the modules. A

second effort conducted in collaboration with the college's

Office of Institutional Research, focused upon subsequent

performance of remedial students in regular math courses. Here

it was found that the pass rate for students who completed the

remedial course was about the same as the rate for students

who had the same initial placement test scores, but who did

not take remedial math.

Speech

Two courses in this department were used as compensatory,

although they are open to all students. The first course

which carried three credits was designed to develop speech

skills neces ary for the articulate expression of ideas. The

second course which carried one credit was designed for stu-

dents with problems of verbal articulation. Inasmuch as these

courses required the student to participate in discussions,
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they might have enhanced subsequent academic performance in

courses where class discussior was a s gnificant component.

Philosophy

Shortly after the beginning of open admissions in 1970,

certain members of the philosophy department wished to offer

an introductory philosophy course developed for the needs of

students with weak academic preparation. During the second

semester of the 1970-71 year, this course was inaugurated.

The aim was to develop a course which would be the equivalent

of the regular introductory philosophy course. The course

carried three credits, but met for four and one half hours

per week. Enrollment was limi_ed to fifteen students. Stu-

dents admitted were identified slid referred to the philosophy

department by the staff of the college. skills (reading and

study skills) division. In effect, the aim of the department

was to offer an introductory course which would be the equiva-

lent of the regular course, except that it would be run at a

more leisurely pace with greater opportunities for individual

attention. While relatively few students were served by this

course, it is, neverthelss, of significance as an indication

of the commitment of some academic departments to serve, in

special ways, the open admissions population.
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SUPPORT SERVICES, II: COUNSELING STRUCTURE

Administra *ve Locus of Counseling

The counseling structure at this college was bifurcated.

Academic advising functions were assigned to an Office of

Curricular Guidance which existed in each of the undergradua_e

schools (liberal arts, engineering, and the like). At the

same time, counseling services were located in the Department

of Student Personnel Services (SSPS). Initially, therefore,

these two services were administratively and functionally

separate.

Type of Counsel_ng

All of the major types of counseling services were offered

at this college. This included academic, therapeutic, finan-

cial aid, and career counseling.

Counseling Division of Labor

The division of labor at this college.approximated the

specialist model. That is, counselors tended to provide one

type of counseling, but not others. Thus, academic counseling

was handled by advisers coordinated by the Office of CUrricular

Guidance. Personal counseling was delivered by counselors
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working under the department of student personnel-services.

Financial aid counseling was administered by a separate

financial aid office.

Styles of Counseliu

1. Medical versus_Outreach. Curricular guidance offices

were located within each division of this college. That is,

the school of liberal arts, school of architecture, etc.,

each had a curricular guidance office. It was the responsi-

bility of this office to plan academic programs with the stu-

dent. Aside from the initial contact of the student -ith a

curricular guidance adviser, the subsequent interaction between

students and guidance staff was essentially a matter of self-

referral on the part of the student. However, all freshmen

received a letter from the curricular guidance office advising

them of its serVices and inviting them to come in. Moreover,

the registra 's office did identify students with low grade

point averages (below a C average), and/or excessive absences.

The curricular guidance office received a list of these stu-

dents and then sent letters asking the student to come in for

advising. However, it was not mandatory that students respond.

After registrat on for the first semester, freshmen were

not required to obtain program approval for spring term regis-
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tration, unless the student was taking remedial courses. For

these students, program approval was necessary.

All in all, the functions of the curricular guidance

offices corresponded more closely to the medical-than to

the outreach model.

The counseling service connected with the DSPS was in-

volved in the summer orientation and placement phase. How-

ever, while counselo were involved in registration, this

occurred on an individual basis and was not, strictly speak-

ing, a formal responsibility of the counseling service

During the first year of open admissions, this service

was traditional in its focus. That is, students who felt they

needed help with personal problems could, on a self-referral

basis, contact the counseling service. However, the history

of this service has been one of increasing efforts to reach

freshmen, particularly those with the weakest academic pre-

paration. In particular, the resources of the department

were aimed at those freshmen who were enrolled in two or more

remedial courses. In the Spring of 1971, counselors identi-

fied these high risk students and attempted to maintain con-

tact with them by means of letters and phone calls. The coun-

seling Gtaff informed us that, at least initially, the response
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of the students to these overtures was poor. However, through

time, the rate of contacts probably increased, particularly

beginning with the 1973-1974 academic year (not covered here)

-in which counselors were linked with students in specific col-

lege reading and study skills classes.

2. Mandatory versus Voluntary Counselor-Student Inter-

action. Inasmuch as the curricular guidance staff was respon-

sible for helping students to plan their programs, the initial

contact of student and adviser was mandatory. Subsequent to

this such contacts were encouraged but were not mandatory.

Beginning in the Spring of 1971, freshmen were assigned

to orientation groups which met for four weeks during the be-

ginning of the term. While attendance at these orientation

sessions was defined as compulsory, there were in fact no sanc-

tions if students were absent.

D adic versus Group Counseling. The curricular gui-

dance staff met with students on a one-to-one basis. On the

other hand, the counseling service used both dyadic and group-

settings. The group seminars began full scale in the fall of

1971. Some of the groups were specifically organized for stu-

dents taking two or more remedial courses. On the average the
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groups consisted of twenty to twenty-five students. No college

credit.was granted for these seminars. The primary purpose of

these seminars, led by members of the counseling staff, was to

orient the student toward the college-to provide him with infor-

mation and to define the college's expectations for students.

in fail 1972 this group counseling effort was directed pri a-ily

toward students taking at least two remedial courses.

4. Therapeutic versus Socia ization Goals. The goals

of the Curricular Guidance Office were quite circumscribed.

They were to deal only with matters relating to the students'

academic program and standing.

On the other hand, the aims of the counseling service

were broader. Under open admiss ons, the traditional clini-

cal orientation was maintained. However, open admissions did

have impact upon the direction of counseling services. In

particular, counselors became more active in seeking out high

risk students. The primary aim here was not so much therapeu-

tic in the traditional sense, but rather to provide the student

with information and support des gned to increase self-esteem.

In this way it was hoped that the student's chances of survival

at the college would be increased.
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While this socialization focus became dominant in the

second year of open admissions, the tradit onal clinical func-

tions were also maintained throughout.

5. Peer Counseling. Over the first few years of open

admi sions the c unseling service did not use students as

peer counselors. However, during the 1972-1973 academic year,

upper class students were used as advisors, under the super-

vision of the counseling staff. However, these advisers were

allocated primarily to freshmen who -ere not receiving exten-

sive remediation.

During the su_ er of 1972, the Curricular Guidance Office

used college graduates as advisers during the phase of program

planning for incoming freshmen. Otherwise, neither students

nor recent graduates were used for advising purposes.

Case Load Definition

In 1970-71, and 1971-72 the counseing service did not

utilize a case load approach. However, in 1972-73 about 550

students were assigned to the division of counseling. These

were students taking two or more remedial courses. In the

first two years of open admissions the coun eling staff esti-

mated that 20 to 30 percent of open admissions students were

seen at some point by the staff.
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Counselor-Faculty Relations_hip

Inasmuch as the primary staff of the Curricular Guidance

Office was recruited from the faculty, this office reported

that the relationship with faculty at large was good. The

counseling staff reported that relationships between counselors

and faculty in the traditional acade-ic departments left much

to be desired. In general, these faculty tended to be less co-

operative in matters involving themselves, the student, and a

counselor. However, faculty who taught in remedial courses

were more supportive of the role of the counselor.

with regard to the role of counseling in relation to the

committee on academic standing, the counseling staff sometimes

would provide information to this committee for students whose

academic standing was being evaluated. The curricular guidance

staff had closer liaison with the committee on course and

standing, since the director of this office was also a member

of the courEe in standing committee. Therefore, recommenda-

tions from the curricular guidance office would carry more

weight when student academic standing was being evaluated.
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Back round of Counselors

Advisers in the Curricular Guidance Office were primarily

faculty on released time. There were approximately 20-25 such

faculty. In the ligbral arts school there were, in addition,

two full-time people on administrative lines.

The counseling staff was trained primarily in mental health

fields. Most either had the doctorate or were working toward it.

All counselors had at least obtained the M.A. degree. The coun-

seling staff represented a mixture of males, females and racial

groups. Counselors occupied faculty lines.

Self-Assessments of Counseling Effectiveness

The counseling sta-f reported that the quality of its re-

lationships with students had improved considerably over the

first three years. In addition, it felt that more students

were being reached. However, it had no systematic data regard-

ing the impact of counseling upon student outcomes, such as

retention.
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GRADING AND RETENTION STANDARDS

when open admissions began, this college set a policy

that no student would be dismissed for academic reasons prlor

to the end of his third semester. Students doing poorly would

typically be given a warning after their first semester, pro-

bation after the second semester, and dropped from the college

after the third. However, over the first three years of open

admissions, few students were dropped before the end of their

sophomore year. Students whose averages fell significantly be-

low a C, after the grace period, were subject to dismissal. In

all cases, such students had the right of appeal to a committee

on course and standing.

The college used he traditional grading syste- primarily.

That is, it operated on an A through F system. However, non-

passing grades in most remedial courses did not count in the

students' academic index. In addition, students in the liberal

arts school were able to take a limited number of courses on

a pass-fail basis.
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EVALUATION OF STUDENTS AND PROGRAM PLANNING

Fall 1970

Initially, the college had planned a series of orientation

meetings and program planning conferences to be held during the

month of May. However, because of student disruptions in the

spr ng none of these activities were held. Nevertheless, the

college was able to do a limited amount of testing during late

spring and early summer. Students who wished to be exempted

fr-m English and Mathematics were given the CLEP examination.

In addition, the Reading Comprehension and Mechanics portions

of the Cooperative English Test (CET) were administered to a

large portion of the incoming class. Students provided a wri

ing sample which was scored using a formula developed by the

English department. Open Admission Test scores were also

available for a large proportion of students.

In preparing for registration, a group of "evaluators"

reviewed the high school record, OAT results and test scores

of all incoming freshmen. These evaluators were graduate stu-

dents working under the direction of the Dean of Instruction.

Program choices were made by all freshmen on the basis of

written guidelines and these choices were reviewed by the

evaluators to see if they were commensurate with the student's

preparation and demonstrated ability. Students who had high

school averages below 80 were asked to come to the college
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to meet with a counselor to discuss their program, while stu-

dents with averages above 80 whose program choices were not

satisfactory were also called in to meet with a counselor.

Altogether, approximately 60% of the incoming freshmen were

seen by a counselor during the summer months. When a schedule

of courses had been finally approved by a counselor, it was

mailed to the student. In the basic skills area (such as Eng-

lish and Mathematics) , special courses were developed with the

aim of serving students in need of remediation.

Placement in the writing course was made on the basis of

the student's performance on the CET and an essay, which was

graded by at least two instructors from the English department.

Those studen _s who approximated a 9th grade reading level on

the CET and whose essay indicated frequent errors in spelling,

punctuation, grammar, and weak sentence structure were required

to take the remedial writing course. Those stude ts who scored

poorly on the CET and essay due to language difficulty were

placed in a special ESL course.

St- ctly speaking the Mathematics depar-_ ent did not de-

velop a remedial course in the first year of open admissions.

However, it did attempt to restructure its basic course with

a self-pacing style. No placement tests were administered

and enrollment in the basic course was voluntary. This college

had no math requirement but did have requirements in the divi-
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sion of science, some of which could be taken in mathematics.

One serious problem occurred during registration when

many students found that courses, other than English and

Math, for which they had been scheduled .e e closed out. As

a,result, many open admission freshmen found themselves in

difficult courses.

A freshman orientation was held in the early fall. This

was run by the students themselves and was designed to intro-

duce freshmen to social activities and clubs.

Fall, 1971

For the second open admissions class, the major change

that occurred was in the creation of the Office of Academic

Advisement, under the ad_ -.istration of the Office of the

Provost. Responsibility for coordination of the open admis-

sions program was now shifted to this office.

Beginning in late April and early May, students were

brought in for large group sessions consisting of pre-regis-

tration orientation and testing. During this time students

were given orientation materials and placement examinations

in English, Math, and Romance Languages. All incoming fresh-

men were tested on the CET (Reading Comprehension and Verbal
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parts), CELT (English as a Second Language) and a composition

evaluated by the English department. The Math and Romance

Language place ent tests were optional, and less than half

of the students elected to take these tests. In addition,

OAT test scores were available for some students.

Several weeks later students returned for registration

and met individually with an academic advisor who assisted

them in program planning. During this time, test results

and high school records were available. In addition, upper-

class en were on hand to assist advisors and write out pro-

grams. If any registration problems occurred, students could

get imrnediate help from the upperclassmen or advisors. Place-

ment criteria for English remained unchanged. A more syste-

matic effort was made in applying placement guidelines. Stu-

dents with poor academic preparation were frequently put on

reduced credit loads.

Fall, 1972

For the third open admissions clas- several changes

occurred in the placement and assessment procedures. More-

over, the college introduced a full program of remedial

courses in Reading, Writing, Mathematics and Science.
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During the months of April and May students were brought

in during large group sessions for placement testing in Eng-

lish, Reading Comprehension, Mathematics and Science Compre-

hension skills. Placement criteria were defined by each aca-

demic department, and students falling below the pre-determined

cut-off points were required to register for a remedial course.

Placement in writing courses was determined by performance

on the STEP English Expression Test. The STEP measures syntax,

grammar, and punctuation skills. Students with low scores

were placed in a lower level course. However, the English

department also obtained writing samples, and fthal placement

depended on performance on the essay. Thus, placement in the

upper or lower writing course was often based on a composite

of both scores.

Students were placed in reading courses if they scored

below the 12.5 grade level on the Davis Reading Test. Those

scoring below the 9th grade level were placed in a lower level

course, while those between the 9th-12.5 grade level were placed

in the upper course. In addition, special courses were designed

for bi-lingual students. Placement in ESL courses was determined

on the basis of performance on the CELT.



-142-

Placement in the mathematics course was based on the STEP

Math Computation Test, Form 2A. Students who scored under 28

(approximately 9th grade level) were required to register.

Those who scored above the 9th grade but below the 12th grade

level were placed in a cours- offered by the physics department

dealing with problem solving skills in the sciences. In addition,

mathemati s department offered a compensatory pre-calculus

course with placement dependent on performance on a specially

designed Calculus Readiness Test.

Using these test results and the high school record, aca-

demic advisors worked out specific progra s for each student

during individual conferences. Students who were registered for

2 or more remedial courses were required to enroll in the Fresh-

man Seminar (described in a later section) . In addition, stu-

dents with poor academic preparation (those in need of remedia-

tion) were not allowed to register for certain courses.

SUPPORT SERVICES, 1: STRUCTURE OF REMEDIAL-COMPENSATORY WORK

During the first two years of open admissions, relatively

little coursework was offered in basic skill areas such as Eng-

lish, Reading, and Math. Initially, academic departments were

advised to develop special introductory courses (bearing credit)

with backup tutoring services available. Some departments did

this, but the placement criteria are unknown, and we have no
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data on the extent to which these courses were utilized by stu-

ents. In e fect, the 'ollege seemed to be operating on the

assumption that open admis ions -tudents should be separated

as little as possible from students who would have been admitted

under traditional criteria. It was in the Fall of 1972 that the

colle,e mounted a program containing several compensatory cou s--

in the basic skills areas.

Centralized Versus Decentralized Structure

The remedial effort at this college was decentralized. That

all remedial work was offered within each academic depar

ment. This model existed in 1970 and continued in this form

_hrough the first three years of open admissions.

English.

1. 1970 a d 1971. For the first open admissions class

the college hired a psychologist to coordinate the fre hman

composition course. Based on test scores, students were placed

either in the r _edial writing course or the regular freshman

English course. Approximately 900 students were ass gned to

the special writing course.

The aims of the special course were to help students de-

velop sentences -ganize paragraphs, and build sequences of
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thoughts. The basic emphasis was on creative writing, and

in tructors were allowed to structure their own programs. No

common syllabus existed and sections varied in content and

teaching style.

Staff consisted primarily of gradua e students. In add

tion, 5 or 6 full-time tutors were hired to work with st den

needing extra help. Two of these tutors were reading specialis

and students with reading problems could be refer ed to them.

The writing course met for 3 hours weekly and car_--ied 3

credits. Students had the option of receiving an A-F grade

or honors, credit, no-credit. The final essay written bv

students was read by a second faculty member and the instructor

could then use those comments in assigning a f nal grade. This

course did not count toward meeting the basic English require-

ment and students were required to take the regular freshman

English course.

The major change for 1971 was the addition of a two hour

lab to the writing course. The course now met for 5 hours and

carried three crdits. Students in the writing sections did not

necessarily meet together in the same lab sections. About 800-

900 students were enrolled n this course. Serious problems

apparently developed between the English department faculty and
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the psychologist hired to coordinate the program. This was pro-

bably clue to resentment of the faculty at having an "outsider"

as coordinator. In addition, the English depart ent had not

yet made a commitment to the idea of compensatory work as a

legiti a e teaching function.

1972. This fall the English Department developed

two remedial sequences. The first was in Reading and S,udy

Skills. The second was in wr ting. Each sequence consisted

of two courses. These replaced the single writing course of-

fered during the previous years.

For those assigned to the lower level reading course,

stress was placed on the practice of basic comprehension

skills at the sentence and paragraph levels. Vocabulary

development was also stressed. In addition, diagnosis and

remediation of other serious reading deficiencies (such as

word-attack problems ) was pro-ided. An orientation to study

skills was also offered. The objective of this course was

to raise the general level of the students' reading skills

to at least a 9th grade level. It met for 3 hours and stu-

dents received one credit. It was reported that approxi-

mately 120 students were enrolled in 8 sections during

the fall semester.
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- assigned to the upper level reading course were

provided w _h r ading materials drawn from college texts and

materials of similar difficulty. The course aimed to increase

skills in comprehension and interpretation of texts on the

college level. Included were exercises in critical reading

th emphasis on inferences, application, and evaluation.

The development of efficient reading techniques and study

tactics was also emphasized. In short, the objective of

this course was to prepare the student to be able t_ study

and comprehend standard college texts and similar material.

This course met for 3 hours and carried two credits. W- were

informed that about 450 students were enrolled in 24 sections.

In late October the college set up a Reading Resource

Center which was staffed by full-time reading specialists

who were part of the remedial staff. The Center provided

individualized instruction to students assigned to the read-

ing courses and to any other students who wanted help.

At the end of the first semester students in both the

lower and upper 1Pvel courses took an alternate form of the

Davis Reading Test (which had been used for placement pur-

poses initially). Students in the lower course who scored

at the 13th grade level did not have to take the upper level

course. student who failed either course in the first
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mester received a "Y" grade (signifying that the failure would

not be counted in the student's index). Those who failed a

second time received an F grade. A course could be repe_ted

a third time. The college reported that about 75% of students

taking these two courses passed during the fall semester.

we now consider the two courses in the writing sequence.

All students assigned to a remedial writing course were asked

to write an essay during the first week of class to determine

whether they had been properly placed. On this basis students

could be shifted to the higher or lower level course or be ex-

empted fror xeedial writing. Students assigned to the lower

level course were provided with frequent practi e in w iting

and emphasis was on the basic structural patterns of s andard

written English and vocabulary development. The course was de-

signed for students who needed to develop both fluency and skill

composing effective written English sentences. This course

met for 3 hours and carried one credit. Approxima ely 80 u-

dents were enrolled in three sections.

Those assigned to the upper level writing course were re-

quired to write frequent short papers. Emphasis was on develop-

ing sentence variety and coherent paragraphs in standard written

English. Readings, discussions, and writing exercises were based

upon dive -e materials, (such as magazines, newspaper periodi-

cals, and short stories). This course met for 3 hours and car-

ried two credits. Approxt ately 415 students -e e enrolled in
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17 sections.

The English depart- ent also developed -utoring program

in connection with the writing courses. Instructors referred

students to the service. Tutors were either graduate or under-

graduate students. They were given a list of students' writing

problems and usually met with a stude t about five ti es a semes-

ter.

Students were evaluated on the basis of their w irten work

and an in-class final es ay. The essay was graded by their in-

structor according to an elaborate scoring key developed by the

department. Students in the lower level course were required to

take the upper course and all students were then required to

take the regular freshman composition course. The same grad-

ing policy existed in writing as in reading. Moreover, most

students taking the lower and upper level writing courses were

also enr lled in one of the reading courses.

For students whose primary language was not English, a 3

semester writing sequence was developed. The first level course

emphasized basic structure and vocabulary. This course met for

3 hou s and ca-- ied one credit. Approximately 25 students were

enrolled. The middle course offered greater emphasis on idio-

matic usage, and students were expected to write frequen ly,

both in class and at home. This course was intended for tu-
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dents who possessed a basic command - n and spoken ele-

mentary English. This course met for 3 hours and car ied one

credit. Approximately 75 students were enrolled. The upper

course placed continued emphasis on word order and idio atic

expression. Frequent papers were required and readings and

discussion were based upon dive_ e materials (such as magazi

newspapers, short stories). This course closely paralleled the

er course in wiiting. Approximately 50 students were enrolled.

Students in the bi-lingual sequenc_ were evaluated according to

the same standards as those in the writing courses and were re-

gu-red to take the regular freshman ,,omposition course.

The English Depart- ent hired 30 instructors to teach the

remedial courses. Of these, 10 were full-ti. e. Only a few

members of the remedial staff taught advanced English courses.

Mathematics

1. Fall, 1970 & 1971.. For the f rst and cond years

open admissions the mathematics department restructured i

basic course. The course was designed to serve students whose

background ranged from no math to those with three years of

high school math. While not defined by the department as a

dial course, it was compensatory in concept. It was de-

veloped into an entirely self-paced format, thus allowing stu-

dents at different levels t- proceed at their own pace. The
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course covered analytic geometry and some college algebra,

was br

nd

down into modules with stated beaviorai ohjectives.

During the initial year (1970) , students were to w -k in lab-

ory groups, and when they felt ready, took a test on a par-

ticular behavioral objectives However, due to delays in order-

ino livery _f materiis, the lab did not open until very

late in the fall semester. Dur. g the seCond year, the lab was

operative from the begi

These included te-tbooks,

It contained various resources.

audio tapes tut-rs and facil

members. Each faculty member was assigned 25 students and was

responsible for monitoring ther -rcqr

The course carried _hree credits and met for three hours

weekly. The stu enLa were al2,0wed to use the 3.nb for additional

worK The studnt was given u to one year to co plete the

course. Placement was latgely on an

of

one prcbiern reported to us was that acuity supervision

udents was often lax and students frequently did not

attend. Only the more mot vated students took advantage of

the facilities.

2. Fal 1972. This fall the col ege instituted two

new primary cot.rses, one und-r the auspices of the Math de-

nt aryl the other offered by the Physics department.

The math offering was an entirely sel paced remedial arith-



metic course, mandatory for those students raIling below the

re-deternined cut off point on the placement test. This

.,=-paced course was based on the Keller Flan or the "per-

son lized system of instruction." There were no lectures arm

the key person was the student tutor, who worked with 10-12

ents under faculty supervision. They w re hired and paid

he Math departmnt and consisted mainly of underqraduates.

Apart from the tutors, the chief resource was a set ot video-

tapes prepared by f culty members. The f-culty r_le was large

supportive and ad- nistra ive.

plete this 3 hour course which carried one cred

the student had to pass six _s, one in each module. Th

included: whole number arithmetic, integers, fractions, deci-

mals, percentages, and an introduction to algebra. each cest

could be t-ken more than once. The student who did not complete

the six modules in one semester received a "Y" grade and re-regis-

ter d for the next semester. Approximately 300 students were

led during the fall semester.

In addition to the primarc remedial arith etie course, the

Er_

cour

ered a compensatory pre-calculus college -lgebra

th.sr.1 with int-rest in math, but who scored poorly

on a specially designed test. This course met for 3 hours and

carried 3 credits. However, the student was still required to

take the regular ca oulus course, if a math or scien e major was

planned.
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ior to 'rd year of open admissions the only ext

p available to students enrolled in the sciences was tut_ ing.

inning in 1972, faculLy members from the physics department

prepared a curriculum and textb ok designed to show students

how to use mathematical concepts for solving problems in the

physical, biological and soci 1 sciences. The course was not

a tir;ical mathematics remediati n course, since the treatment

roblem- olving skills was appaication and goal-o iented.

pics included were a brief review of elementary algebra, unit

conversion, scientific notation, metric system, ratio and per-

trnclati F"n nal relations, ele ents -f geometry

and trigonometry, graphs, and "guesstimates". Thus, the speci-

ic: goal was to provide students with the background and pro-

blem solv ng proficiency required in the elementary science

Courses.

Many students initia ly placed in the scie_ e course wa,t7e

unable to handle the material and were advised to enroll in

the remedial arithmetic course.

This Physics Depart ent course met for four J.ours and cel.-

ried two credits. Students wer- tested after seven weeks, and

those who passed were allowed to leave, since the material was

to be repeated over the next seven weeks. In effect, the course

ecycled". Students were allowed to take the test three

1
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times. To insure frequent interaction with faculty, class size

was limited to no more than 20 students per class. In the fall

semester approximately 10 sections were offered. Of these, two

sections were taught by full-time faculty, the re ainder by ad-

junct staff.

:as reported that about two-thirds of those enrolled

passed during the fall semester. Those who failedwere required

to repeat the course. While _ot a formal sequence, about half

of those who completed the arithmeti- course registered for the

science course in the spring.

-Assessments of Re ediation

Over the time period covered by this project, the college

had not instituted systematic research to assess the effective-

ness of remediation. However, the coordinators of the English,

Mathematics, and Science programs -11 indicated that the remedial

effort was much more effective in the 1972-73 academ c year than

in previous years.

Tutoring

Prior to open admissions each academic department was re-

;iponsible for tutoring. However, in 1970 and thereafter, tutor-

became centralized under the Office of Academic Advising

ith the exception of the English and Psychology departments

ich maintained independent tutoring programs)
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Due to demands cr a-ed by en admissions, tutoring services

were limited primarily to freshmen and sophomores. Students

were referred to the service by instructors, through the Fresh-

man Seminar (to be discussed later) or on their own. Tutoring

was available on both an individual and group basis. Generally,

a student would see a tUtor four times. The tutor then discussed

progress with the coordinator of tutoring. If necessary, more

sess ons would be set up.

Generally, tutors -ere undergraduates who were recommended

by the academic depa tments and interviewed by the tutoring co-

ordinator. In order to understand the objectives and assignments

of the courses, they were in frequent contact with department

faculty. During the fall 1972 semester there were 65 tutors.

According to the coordinator, many students sought tutoring

when they were experiencing a great deal -I stress and the tu-

tors often functioned as peer counselors. Students often seemed

to prefer discussing their problems -ith peers rather than counse-

lors.

SUPPORT SERVICES, 2. COUNSELING STRUCTURE

Administrative_Locus_of Counseling

During the first year of open admissions, all counseling

services were under the supervision of the Dean of Students

Office. Beginning in 1971 and thereafter, academic advisement

1(IR
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functions were sepated from this office. An Office of Aca-

demic Advisement i.as e tablished. This office was directly re-

sponsible to the Provost. In short, counseling functions were

allocated to t_o separate adminis-rative units within the col-

lege.

Types_ of Counseling

The counseling office under the Dean of Students provided

all types of counseling s rvices. These involved general counsel-

ing (including foreign students, handicapped, draft, veterans),

career couniing and placement, financial aid, and psychological

services. This hd been true since 1970. All academic advisement

was (-entered in the Office of Academic Advisement beginning in 1971

However, gen ral counselors did provide some acade ic counseling

1970.in

The Counseling Divi ion of Labor

At this college the counseling functions approximated the

specialist model. Counselors involved in financial aid and

career and placement counseling handled only problems related

to these areas. Often, the student's initial contact was with

a general counselc- ho might then refer him to a psychologi-

cal or other counselor, depending on the nature of the problem.

As indicated earlier, all academic advisement was handled by the

academic advJeors.
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1. Medical versus Outreach. The orientation of the

counseling office approximated the medical model. After an

initial letter, the student, if he felt the need, was expected

to report to the counseling service in order to make an appoint-

ment. Thus, the pri ary means of contact was self-refe ral.

Counselors were not expected to contact the student in order

to discuss personal problems, academic progress or social

adjustment. No effort was made to contact students dropped

by the college.

2. Mandator versus V lunta Counsel° Student

Interaction. All freshmen, upon acceptance, received a letter

with a counselor's name and were asked to come in during the

fall term. However, there were no sanctions if the sLudents

did not comply. A student was only required to see a counselor

in order to obtain approval to drop a course. This had been

true since 197

3. Dyadic versus Group Counseling.. Beginning in 1972

the Office of Academic Advisement introduced a course called

the Freshman Seminar. This was open tl all freshmen, but re-

quired of students enrolled in 2 or more remedial courses.

The main objective of the Freshman Seminar was to c,rient fresh-

men to college. Class sessions focussed on the skills planning
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and att tudes that would a d students in college. This course

carried one credit and met for one hour weekly. While admini-

stered by the Office of Acade ic Advisement, it was taught by

counselors, academic advisors, and faculty on released time.

During the fall term there were approxi ately 30 seations with

18-20 students per group. Once the seminar was over, no follow-

up on students was made. However, some counselors continued

to see students on an individual basis. The Freshman Seminar

did not replace dy die counseling.

4. Thera eutic versus Socialization Goals. The p imary

focus of academic advisors was on orienting studen s to college

life. Initially, this was provided at registration and in 1972,

during the Freshman Seminar. In short, their task was to help

the student develop skills necessary for academic survival.

While counselors were involved in the Freshman Ser

and to that extent were providing students with similar ski.),

the primary focus of the counseling office was more traditionalist.

Many were trained elinicians whose focus was on psychological

dynamics. While all the apy may be considered as a form of

socialization, the emphasis upon psychological ynamics as

against acquisition of role playing skills helps to differ-

entiate the orientation of counselors from academic advisors.

1 9
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Caseload Definition

During the first three years all freshmen received a

letter with a counselor's name. :atching of counselors

and students was done randomly.

The assignment of students to an academic advisor followed

different procedures each year. In the fall of 1970, 100 faculty

members volunteered to provide acade ic counseling to all fresh-

men. Each was assigned a cdseioad of 30 students. However,

this program proved unsuccessful. Students were reluctant to

meet with the advisors and there was no mechanism to insure

that regular meetings took place. As a result, many students

received no assistance and registered without any advice for

the second term.

Heginnin: in 1971 all students with a high school average

below 80 were assigned to an academic advisor. Students were

sent letters with an advisor's name, and matches were done

rando-ly. However, many students did not meet with their

advisor and subsequently, registered for the second term

without any assistance.
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In the Fall of 1972 this was changed, and students en-

rol_ed in the Freshman Seminar received programming assistance

for second semester registration.

On this campus it is dif'icult to describe, or at least

to interpret student-counselor rati s. Over the first three

years, the counseling office had not kept detailed records of

the nuner -f contacts made with students. However, the major

thrust of their services was toward entering freshmen.

.90211Ilte

During the first three years of open admissions, the

counseling office made very little contact with:faculty

members. Many faculty, in fact were not aware that such

an office existed. In contrast, staff from the Office of

Academic Advisement spoke to faculty in all departments

and explained the function of their office. Moreover,

many faculty members were themselves involved in academic

advising.

While staff members from the counseling service and

Office of Academic Advisement were on the Committee for

Academic Standing, it was not their function r. o act as
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advocates for students who were being considered for aca-

demic dismissal. The student who was dropped by the college

did not have to see a counselor.

Bac -ound and Evaluaton

At this college, the counseling staff was primarily com-

posed of individuals with training in psychology, student per

sonnel, and social work. All held at least a Masters deT

and some had their docto ate. In 1970 there were approximately

10 general and psychological counselors. This figure remained

relatively stable during the next two years (one or two lines

might have been lost to academic advising). All counselors

occupied faculty (mainly lecturer) lines. In contrast, full-

time academic advisors occupied administrative lines.

In 1971 there were 5 full-time academic advisors. Two

new lines were created the following year. In addition, many

faculty members on released time acted as academic advisors.

Generally, counselors w_re evaluated through periodic

supervisory reports and observation. In addition' student

evaluations were used to assess reactions to-and satisfaction

with specific counselors.
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Assessments of Counseling Effectiveness

Staff from counseling and academic advising were asked

to assess the impact of their programs upon student outcomes

such as grades and retention. While hard data we-e not avail-

able, impressions were given.

Acc rding to the Dean of Students, counseling during the

first 3 years of open admissi ns had made some impact. How-

ever efforts were being made to improve services. For example,

a peer counseling program began in 19741 and an attempt to

prove relationships with faculty was underway.

'th regard to academic advising, the coordinator indi-

cated that colsiderable improvement had occurred since 1970,

when nothing was available. Plans were being made to follow

students once the Freshman Seminar was over. One interesting

point emerged at the conclusion of the interview. Students

who were voluntarily dropping out were contacted during the

spring, 1973 semester. Many thought their grades were poor

and so could not continue. They were advised that they could

continue, thus suggesting a potential effect of studt-advisor

contact upon the retention rate.

173



-162-

GRADING SYSTEM AND RETENTION STANDARDS

This college developed a dual grading system. The first

was the traditional A - F system. A second system involved

thte categories: "Honors", "Credit", and "No credit. Stu-

dents were allowed to take up to one-half of the total courses

required for graduation on the second system. The first system

was used for calculating the grade point average. Courses

taken under the second could earn credits, but were not

calculated in the average.

Students were not subject to academic dismissal prior

to the end ofthe second seme_ter of the freshman year. Stu-

dents were expected to have a grade point average of at

least 1.50 after the completion of 23.5 credits. Those with

between 24 and 35.5 credits were supposed to have a 1.70,

those between 36 and 52.5 credits were supposed to have

achieved a 1.90 average, and beyond this number of credit6

a 2.00 (C average) was expected. Students who did not meet

these standards were subject to probation or dismissal. It

was reported that aver the first two years of open admissions,

few students were dismissed after one year, even if they fell

below the above minimum standards.
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EVALUATION OF STUDENTS AND PROGPAM PLANNING

Fall, 1970

Beginning in June 1970, all stidnts admitted to the

college were asked to come in fr appointments with counselors

and to receive a preliminary orientation to the college. During

this meeting, counselor and student worked out a proposed pro-

gram. Open Admissions Test scores, high school transcripts,

and a questionnaire which ascertained the student's interests

were used for the program planning. Following this inte view

students were given an English composition test and were also

encouraged to talk with one of the student aides availab e to

answer questions about the college.

Se ember students d for courses based on t1le

proposed program. Counselors were available to aid stud&rts in

arranging class schedules and making nec ssary chang. Hol

since not enough sections were available, registrati n

remedial ses was hampered.

The college offered remedial coursework in English, Math,

and Communication Skills. With the exception of English, plaee-

ment was on a voluntary basis.
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The colleg required that students complete a t o-course

sequence in English composition. Those whose essay was very

well written were placed in the upper course. All others were

placed in various secti-ns of the lower eourse. Placement

depended on the composition test which was evaluated by faculty

in the English department. Those who did best ere placed in

larger sections, while those with weaker skills were placed in

medium and smaller sized sections.

order to satisfy the 6 credit college-wide Math require-

ment, the mathematics department offered a two course compensa-

tory sequence which closely paralleled the basic Math course.

However, the college had made a decision in the Spring of 1970

not to enroll any student whose OAT mathematics test score placed

him in the lower half of the freshman class. Thus, only students

in the upper half of the freshman class were even c _sidered for

the compensatory or basic math course.

Those students who scored below the 30th percentile on the

reading portion of. the OAT were strongly urged to register for

the course in Communication Skills.
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In the e_ ly fall the college held a large group social

orientation in a nearby hotel. Members of the administration

and counseling staff spoke briefly, and the general message

was that while college was going to be tough, it was there to

help them. Counselors played down the psychological aspects

f counseling and stressed the notion that their job was to

help students fa 'liarize themselves with the college environ-

ment and to show them how to deal effectively with the bureau-

cracy.

Fall, 1971

For the second open admissions class, several changes

occurred in the program planning and placement process.

This year the colleg_ administered placemqmt tests in

math, speech, and reading, in addition to the english compo-

sition. Stude ts came in for testing at the end of May and

beginry,, of June. Typically, the tes.ing process lasted 5-6

hours, which student aides assisted in the scoring pro-

cess. Each department evaluated and recommended to the coun-

selor the level of course in which the student should be placed.

Based on test scores and a student questionnaire counselors met

with students for a program planning confe-ence.
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Re-istr tion was to have taken place at the end -f June,

but did not take place till September. As a result, many ro-

grams worked out by the counselors we changed by the reg-

istra Is :ffice. Part of the p-oblem wa- due to the relative

shortage of reme Also, many studenLs changed courses

withoi: '5igned authorizations from counselors.

PLcement in the Math sequence was determined by perfor-

mance on a specially prepared test. This test consited of 30

questions in arithmetic and beginning 9th year algebra, ,_he

department set up various grade ranges which would assist

counselors in recommending placement. However, it was reported

that there were insufficient places to handle all of those

students needing remediation.

The Nelson-Denny Reading test was used for recommending

placement in Communication Skills. This Year the department

-)f-fered two skills courses. Students who aere readi g below

the 9.5 grade level were advised to g_ into 1= lower course,

while those between the 9.5 - 11.5 grade level were recommended

for the upper course. There were an insufficient lumber of

sections available for all students needing remediation.

In the early faLl the college again held a freshman orien-

tation program in a nearby hotel. This year students met in

smaller grours with counselors and members of the administration.
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ial1. '972

P were some minor cha_ es in the p, jram planning

the third open admL;sions class.

As ir 1971, students came in for placement testihg

May fl_d June. However, the college received a late allocation

of stud_nts. They -e e not tested until August. This year

the te..ting process itself t ok 2 /2 - 3 hours. St-dents

were then assigned to see a counselor for a program planning

conference. In addition to test results, counselors had

available the students high school averager and financial

aid information. Students returned to the. (311ege the last

week in June for r gistrat _n.

As in the previous two years, there were insufficient

places to handle all students needing ma, and communication

skills. For example, of the 405 studen w scored below

the 9.5 grade level on the Nelson Denny ,J,ng test, only 311

sLudents could be placed in the lower course. Moreover, courses

f which students were counseled were often closed.

This year the freshmen orientation program took place

during the first wek of school, and both students and coun-

selors were involved in its planning. Tr addition to brief
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introductory remarks by the Presi_dent of the college, student

leaders introduced Freshmen to the clubs and aceities avail,Dle.

SUPPORT SERVICES STRUCTURE OF REMEDIAl-COMPENSATORY WORK.

Centralized ver is Dere 4- alizea Structure

The org nization of remedial-compensatory work at the

colloge approximated the decentral zed mociel. Each acade-ic

department (English and Math) was responsible for providing

remediation, The Communication Skills program was located

witnin the tment of Counseling and Student Life. This

all t,-_-ee years of open admissions.

Areas of :_ompensatory Work

Eng, ish. iiecause so many entering students were academically

underpr;Ta ed, the

compcisi tion

rem-

tment believed that all w rk in freshman

essentially remedl. Thus there were no special

J.1 courses . Instead, s -dents were placed in small, medium,

and large sect ons of the first level composition course Gen-

erally, there were a maximum of 24 udents in the small sections,

34 in Lhe -edium, and 44 in th llrge. During the first week

class students

be c.hifted to

anoth .,ssay, and on this basis could

ievel.
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Th -P students placed in the small section were in need of

in e sive remediation. Often, students had no formal training

in grammar ad were not accustomed to hearing spoken standard

English. FrcTuentiy, they were unable to distinguish a verb

from a noun, ,ind in many cases w__=e unable to recognize a

sentence. In sb _t, it was necessary to teach English as if

-eign language.

struction focused on grammar. Frequent

writing was encouraged. Themes assiyned in the e -ly part of

the term were of paagraph length and of a descriptive nature.

However, any ti) hnique which ped a student to begin writing -

whether narratin, opinion, ( even poetry - was strongly re-

comm nded. derts wrote y)mpositions and instructors

were encouraged provide very expiicit critical commen4_.aries

stead of only g1%ing grades However, 7t1dents %--.o requested

spec_dfic grades were graded accordingly. Faculty 4ere required

to hoid 1-2 conferences with students assigned to the sections.

The medium size sections were in some ways the least

ho ogenous of the section types. Generally, students had a

grasp of the fundamentals of grammar, bnt often had serious

veaknesses in writing, particularly in handling compound and
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corplex sentences. Frequent writing was encouraged and

e:-1pL flnccd on provicl

positions .

helpfu3

,71:iFfe idea Zor Co

addition, a solid review of a_:ar-ar was often

Students i. th _erg- sections often began the course

considerable riting proiciency and were encouraged to

velop furthr their style and more co plex ideas.

Essential* , this was definec regular english secdon and

class r _al was often left up to the discretion of the in-

structo

_h

The department prepared a stand -d syllabus. In addition

to a stncthrd textbook, materials prepared by faculty members

were available. Crten, mimeographed copies of student papers or

C. ts from periodicals e us d. Instrtors were advised

to remember that the basic course was kesigned to teach wr _ten

selfexpression and not the apprec Ation of literature.

Students \-:ho needed additional help were referred to the

1:.utc ng servirc_,. The department had attempted to set up a

_enter, but this ventul

All stu,,nts werf: -equi ed write a final essay of at

250 ds. They were giv n a choice of several topics.



By general concurrence among the Engl -h facul"cy, students

were graded in _Ale first level course on the basis of their

prof_cienc. -not creativity- writing. "Proficiency" was

defined _e ability to write, extemporaneously, a lucid,

g amnaticaliy correct, and well-organized essay. Though no

sy _ematic eval -tive scheme was devised, greater weight was

pla d on the fundamentals of grammar, sentence structure, and

-agraph development than on matters such as commas, apostrophes,

and spelling.

Ea-h ui _

a final grade.

tor aded his -tu_ __s' essays and ass gr

Then, at a departmental meeting, the p pers

were (,7-11ected and redistributed for qrading by other faculty

members, When three similar grades -Ippeared on the back of

the exam, the final grade was determined. If an instructor

was nor, satisfied with the collective grade, he could appeal

departmental committee. In m st cases, the comrr'ttee

d then ask to see other camples of the student writing.

All studen ived an excti.lent), P (pass), or K Grade

(K = non-punitive F).

udents who failed the course were required to repeat

it. However, was reported that many slipped by a d went

directly into the upper composition course. Approxi ately

60% passed in the c'all of 1972. The course met for 3 hours

and carried 3 credits.

L8i
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wle native language ws not Engli and whose:

schoolin had bePn in his native tongue might have been placed

in an ESL sect _n. Students of Puerto-Rican descent who had

bee_ in thi5-1 country for several years were not accepted.

The ESL orogram consisted -f a two-semester seauence. However,

_

a.D who did extre

ectly

well in ,;.he lower course would go

the regular second level composition course. The ESL

program began in the fall of 1972 and there were approxi ately

25-0 - udents per section. The course met for 3 hours and

ed 3 credi

All =aculty members taught at least one co -osition cou

The departrent tried to slect faculty with prior Lo:xching

exper -nce in remedial programs to teach the small sections.

The dopartment felt that too few faculty had the necessary

background.

There were approximately 35 full-time and 20 part-time

inst- ctors in the fall of 1972. In previous years the depart-

:cnt hod hirod ccr port-time inF;tru-tirs.

ics. The mathematir - epartment offered a to-

course compensatory sequence for students who lacked basic

--th skills. This sequence closely paralled the required

sic -athe atics course.

4 8



In the first two years instructors prepared their own

syllabi. In essence, each instructor taught what he felt

was necessary. By the third year, all instructors used the

same textbook. Topics covered in the sequence included --ts,

algebra of logic, algebraic opc,y.%ltions, principles of analytic

geometry, me _hods of comutation, and different number b_Jes.

Beginning in the Sprin r)12 1973 the department set up a

Math workshop. While ope:, -lath students, it was pri-

marily used by students in t'hn lower course of the sequence.

Faculty me:nbers and a student hired by the department were

available to help students on their assignments. In addition,

stud-cts could receive extra help from the tutoring service.

However, it was reported that liaison between the department

and ttoral service was ineffective.

Instructors assessed a student's progress on the basis

c] ass per,:m-mance. A, 1, or K grades were given. The first

course met for 3 hours and carried no credit, while the second

.:ourse carriQd 3 credits end alL:o met for 3 hours. In s

student would not receive credit unless he passed the

sequence. If a student failed the first course he was supposed

to repeat it. However, m4ny students slipped by and went

directly into the upper course. This was true for all of the

first three years.

__t,
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In the fall of 1972 there were approximately 500 students

enrolled in 20 sections of the first course. Approximately

paF

Ali

par

the first time.

members taught the remedial as well as regul7

In the fall of 1972 there were 15 full-time anr3

staff meml_ers. T_ prev ous years far fewer faculty

members taught the remedial c-urses.

unicatic Skil_

For the first -ear of open admissions the college ins

tut 3 one course in communication skills. A second course was

added the follo ing year.

Beginning in 1971, students enrolled in the lower course

wore qiven the California Achievement Test for diagnostic pur-

poses. In many cases instructors did further individual diag-

nosis hy administering riJiey: tests. Based on their evaluation

of each student's weaknesr,::: , an appropriate remedial program

was ptes,,ribed for the individual student. Typically, thls

was ,_one during the first two weeks of the -emester.

1 7



-175-

rho lower course was designed for students needing a great

deal of work in the area of reading. Major emphasis wa-
i

to co_irehension, vocabulary, and development of concentration

The upper course wls de igned for those who had little

fficulty in reading it elf, but neverthless encountered a

great deal of difficulty in their studie. RevieT_ing, skimming,

scan ing, summarization, outlining, organization, note-taking,

and proper use of the library facilities were stressed.

Th wris no uniform teaching approach and each instruc-

tor prepared his own syllabus. Students in the lower course

recea_ed individualized attention in their specific area of

weakness. Furthermore, they spent 12-15 hours during the

semester in a lab setting. In addition to their teaching load,

full-time faculty were expected to spend several hours a week

their office. As a result, many students were individually

nseled and tutored.

Beginnino in 1972 the Co

the Open Reading Laboratory Pr

ted

unica n Skills prog a: began

ram. This program was initia-

use many students who needed supportive series in

reading were not enrolled in the communicltion skills courses.

In part, this was due to the limited amount of space available

and because of the small amount of credit offered. The Open

Lab was op(n every afternoon to a l students, includinc; hose
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in the communication skill cou ses. When a student ca e for

help s reading scar s were checked (if no seo es were avail-

able, he was tested) and an individual conference was held. The

instructor wo ld then develop an individualized prcgram for

the student.

-an Lab was sta:fed by faculty ard. wo student aides.

Ea tor was expected to spend tvr: weekly in the

lab. Tha entire operation was individut.!zed an: students who

had- na,ticular difficulty (such as ncte-tinr,, were able to

get ass -t7 ce from one of the instructo. uuwever, the pro-

gram was small in scope because of the li i.ed amount of time

in the lab was available.

In order to evaluat- the student s progre s in the lower

course, each instructor administered an exam. This ---ght have

been an informal reading inventory or an alternate version of

47he CAT. Moreover, instructors would take into considerat on

the studeL's class performanc, That is, ae efforts and gains

made during the semester. Studens in the lower course who

did poorly were expected to repeat the course with the same

instructor. Those who passed were expected take the upper

course. Students received an A, P, or K grade.

1{-
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so met for 3 Jurs and carried

1 credit, while in 1971 aid 1972 Loth courses met for 3 hours

and rrried 1 cred

In the fall of 1972 there

Lne "idea

sect-ons of the lower

In consisted of students

to 18 students. There were approximately

students per section in the upper courses

e fall of 1972 the department had 5 full-time and

4 part-ti7re irstructors. In 1970 there were only 4 full-time

ff nombers. Full-t me faculty taught 4 classes.

Tu,-ca inq

The tu program began in the fa 1 Qt 1 and respon-

sibility for coordination rested with the Dean of Students office.

Tuto inq Ftarterl as a small experimental proclJill that consisted

of 11 tutors and one room for its operation. the end of the

third year it h,,-d expanded to a program that

i;uLjry rooms, 2 work ops, and visual aids.

35 s,

nroqr,.,

attempted to reach students who were failing or close to failing:

and the main function of tutors was to bo]ster the st dent's

understanding of th- subject matter.

1
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_1 -Assesments of Remediation

The college had not yet instituted research prociures to

assess the impact _of re ation on student performa However,

-aculty -_ere asked to evaluate the impact of remedial-compensatory

_in their

According to the Deputy Chairman of the Fresh_ n English

Program one year of english composition was not enough in many

cases. Often, students who passed the basic course failed the

advanced composition course. In addition, the need existed

for a linguistics center which would service students needing

extra help.

According to the Coordinator -c the Freshmen Mall program,

the department was in the process rying to assess the impact

of the compensatory course sequen'e There 1 eared to be diver

gent views among faculty. Many seemed tr- questi n the original

assumption that the compensatory sequence was equivalent to the

basic modern math coul.se. They seemed to believe that

not. Plans for the fourth year included expanding the worksh p

facilities and -ing a workshop col-se for students who lacked

the basic skills needed for entrance Into the compeisatory

sequence. Moreover, the department was trying o tighten con-

t- -ls over placement in math
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The Coordinator of the Comnunication Skills program felt

th.aL there was a great deal of student interest in the program.

In fact, many students enrol.,oL told their friends to r

S±oilarly, feedback frerp faculty in the academic areas was

positive. Often, they encouraged students to take advantage

of facilities (such as Open Lai-)), Interest in the program was

enhanced by close faculty cooperation and communication. Ac-

cording to the coordinator, the entire communization skills staff

was strongly committed to its work. This was especia ly true in

the third year. Moreover, the program was strongly supported by

the administration.

In order to strengthen the communicatim skills program

sevrai were noted. These included the following: more

facultii and in-service training progra s, and the need to link

veaing with content area courses. That is, all reading skills

work Ih.onld be applicable to acadmic areas.

Plans -(17- tho fourth year included expansion of the Open

Reading Laboratory Program and renuiring that all ente -. ng

freshmen scoring below the llth grade reading level on the

Nelson-Donny Reading te,A enroll in the skills courses.
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SUPPORT SERVTCES, COUNSELING STRUCTURE

Administrative Locus of Counselin

The Department of Counseling a.d Student Life was admin-

istered by the Office of the Dean of Students. This was true

since 1970.

C unseling Fun- i-ns

The counseling office provided students with all types of

couns ling services. The primary emphasis was on academic and

personal counseling. However, financial aid, placement, exit,

veterans, and drug counseling were also available.

The Counseling Division of Labor

The counseling functions resembled the generalist model.

With the exception of financia/ aid and career counseling,

all counselors were expected to provide academic and personal

counseling. Despite some criti ism of the generalist appr ach,

most counselors, seemed to prefer thd, to specializing along

traditional academic and psychological lines.

tlesofCounselini

1. nedical versus Outreach. The orientation of the counseling

office resembled the outreach model. That is, counselors were



expected t_

possible personal problems and t

adjustment.

-cally contact students in order to dicus

CT A some idea of thcfr cadomic

Freshmen who -ere having academic problems came to the

attention of the Dean of Students through an early warning

system. Instructors were expected to give a Quiz after 6 weeks

and then submit the na- f students who were in danger of

failing. The Dean of Students then sent early warn _47 cards

counselors, who were supposed to contact the student by letter

or telephone, if necezry. Almost all students who received

letters came in to see a counselor.

Although the cone had no mandatory attendance regul

tion- instruc ors were asked to take attendance and notify tle

counseling office if a student had been absent three times.

Counsleors than contacted those students, and afterwards, informed

the instructor of the re son for their absence. 8 th these pro-

cedures started in 1970.

The counseling office also tried different methods to

reac, greater numbers of studen s. In December 1971 a "Quick

Counseling" program began. Under this program a counselor was

available during peak hours to answer minor qu stions or provide

1 )4
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1mnLed1te assistance, wit_out the need for making an app_intment.

the Spring -f 1972 two cou selors set up a "Snoopy" booth

student lounge, offering "psychiatr " advice for five

cants. Student response to the booth was positive, and a number

of new counseling contacts were made.

en,

stude

ul.y members who had problems with their poorer

.d ask counselors for assistance. Many faculty were

not prepared to deal with the large number of academically under-

prepared students who entered the college under open admissions .

Prior to open admissions, the majority of students attending

wexe older and often member- of the uniformed services.

In effect, then, counselors were in contact with incoming

freshmen during the initial program planning and placement

process, and responsible for main aining contact throughout

their freshman year.

ndaEVeLUS Volunta_antITriteraction.
the first year of open admissions, students were encouraged,

to come in to see their ccunselors and, in turn, counselors made

an effort to reach students who did not come through letter and

telephone, contact. Despite these efforts many students were

not seen regularly and m-indatory counseling was instituted in



the fall of 1971. Counselors were reuired to see fresY en

three times per smeser for the full year. While the program

met with some success, the inability to "tra k" studen-t_ and

enforce this requirement crest d somo difficulty. In order

an effective sys

T1 the third ye

"Structured Counseling" program

and, no student was permitted to req

UflIOSS his program had been app ov d by the c_ nselor.

the spring semeste , the program was modified and only fresh-

men and sophomores were required to see a counselor prior

r_gistration.

3. ludic ver_22E_ILEalaa2Liiaz. Duri g the first two

years of open admissions, the main focus of the co nseling

service was on individual counseling. Group counseling was

developed by counselors inte e ted in specific areas and partic-

ular problems. Among the groups were one in Gestalt Psycho-

therapy, one focusing upon drugs, an encounter group, a general

discussion group, a career advice jroup and the beginning of

a peer group program. However, student response to these in-

formal group actiCties was not generally positive or encourag ng,

and by the thi d year they were considered only a small aspect of

the counseling prog a

Beginning in the Spring of 1972, the counseling service

ered an experimental 2 credit orientation course for fresh-
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men. This co.--s- called "Freshman Colloc ium", was

during the Jrd year and again considered experimental.

shmen Colloquium was not a lecture course,

ra, er an ongoing experient al course in human growth and he-

havLour with a central theme focusing on college adjustment.

In essence, it was a problem solving, reality-oriented discussion

group with the aim of helping students succeed in collegl

The colloquium was led by members of the counseling s aff

and met for 3 hours. Attendance was required and grading

on an A, P. or X basis. While geared for incoming students with

djustment" problems, enrollment was on a voluntary basis.

There. were 15-20 students per section, and during the f 11 se-

mester approxim ely 200-250 students registered.

4. Theraieutic versus Socalization Goals. With the advent

of open admissions the counseling service shifted from the

traditio: 1 clinical model toward the socialization model.

Although this met with resistance from s__e counsel° s,

continued, to engage in short or long-term therapy, the primary

fo us was on ori nting the student to the college environment.

According to the Dean of 8tudents, counselors were there

to help s- dents deal effectively with the bureaucracy,
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the difference betwen Ale mar 'nal students.'

-

or hi

During the first:

basis.

--ars peer

andff ignec approximntely

f-cshlrer rr?,ce ed 1.7 he itv

servlces, the counseling office w-s sti1l responsi-le for pro-

ding services to the qenerel college community. Thus, the

actual student-c'ounseler ratio was much qre

In 1971-72 counselincx office recorded a total of 7052

appointments with students.. Many of these appointments .Jere

on a recurring basis, involving as many as twent thirty

sessions. Additionally an estimated 750 students iere. seen

through the Quick Counseling program. During the 1972-73

year counselors scheduled over 11,000 appe_ntments. .Beg nning

in 1972 counselors kept a record of the number of cont4sts

they had, with students, using a -part file card for the student,

counqelor and iffice).

lriccrning stud .nts -ere assigned to one of the counselors

during the initial program planning pro esse but during the

fall they could change to another cuntseior if they chose to

1 8
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do so. At the end of the Fall 1972 semester the department pre-

pared a counselor profile booklet, and students could select

counselo on the of their background.

Cou

As stated previou ly, faculty often relied on counselors

for izsistuce in dealing with students. If necessary, coun-

selors would intervene and tIleir role was often that of an om-

budsman.

The counseling office also worked closely with the Com-

ttec on Academic Standards. Students who were being con-

sidered for academic dismissal received a letter from the re-

trar. At the same ti e the Office of the Dean of Students

received a copy and they would send a letter to the student

asking him to come in. On the recommendation of counselors,

st dents who were being considered for dismissal could be

retained .

No student was suppos-d to leave the college without seeing

a counselor, and the services of the college were available

to students for up to one year. During the exit int_ view,

counselors attempted to deal with the students' anxieties and

provide -ation on available options.

1 !
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Background and Evaluation of Counselors

Prior t- -pen admissions the department had only 5

or 6 counselors, but in 1970 the number of counselors increased

to 15. By the end of the third year the department had 25

counselors.

Since 1970 there was an increase in the number of Black

and Puerto Rican counselors, and the department began moving

away from hiring people with clinical backgrounds. While a

predominant number of counselors had backgrounds in clini al

psychology, many came from police, counseling, or social work

areas. The preference was to hire people -ith Doctorates,

and no one had less than a Master's deg e-

Approxi ately 1/2 of the staff held a joint appointment

with the psychology department. The rest -Jere on full-time

counselor lines. With the exception of financial aid coun-

selors, Ill were on faculty lines and rank depended on background.

In 1971 and 1972 the department provided a setting for

interns in graduate and undergraduate programs from other

colleges. Attempts were made to involve the interns in the

regular counseling activities of the department, under super-

vision.
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The counselors were subject to a professIonal and admin-

istrative evaluation. In the professional evaluation the coun-

selor's effectiveness was rated by his or her supervisor, while

the administrative evaluation was done by the Dean of Students,

who measured their overall performance. According to the Dean,

one way to evalu-te counselor effectiveness was to look at the

retention rate of th-s- students assigned to them. Some coun-

selors had high ret ntion rates and others low rates. Thus, the

approaches used by th-se with high rates c uld serVe as models

for the othe s.

Se1fAssessrner, Counselin E en- s

During the second and third year the department undertook

a number of studies to assess the impact -f counseling services

on various student outcomes.

In September, 1971 the department initiated a progr m

designed to ieLentify and aid students in academic difficulty.

Of the 623 students who entered in 1970 and were still enrolled

af er one year, 218 were identified as being in "academic

difficulty. Gradep_int averaoe was a primary criterion, but

not the only one employed. Each student was asked to confer

with a counselor, and 88 or 40% did. In their conference, the
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counseling staff found that family problems, lack of college

motivation, and heavy job demands were the most frequently

expressed reason for academic difficulty. Of the 218 students

difficulty, considerably fewer of those who vere counseled

(14% as compared to 21%) dropped out during the Spring 1972

semester. This could have been due to self-selection factors,

rather than c unseling impact.

It was the consensus of counselors who work-d at iden-

tifying and counseling students in academic difficulty that

the process of tracking student experiences should be an on-

This feeling partially grewgoing activity f the department

out of the fact that many of the students in academic difficulty,

who ca:peared for counseling after being identified and contacted

as a result of the study, had not previously sought or been

referred to counseling Ceither because faculty did not notify

the Dean of Students or because some counselors did not follow-

up the notifications), though they had clearly been having

difficulty adjuting to college.

In the spring 1972 semester 190 students identified as

being in academic difficulty were contacted. Of this group,

32 were on the dismissal list (G.P.A. of 1.65 or le s ) and 158
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were on the probation list (G.P.A. of 1.9 or less). A total

of 92 students were seen at least once during the semeste

a counselor.

Of ninety- _o students who saw a -ouns-lor at:least once,

62% showed academic improvement in the Spring Semester. Of

the ninety-eight .*tudents who did not see a counselor, 481

showed academic i. provement. Of those students seeing

counselor, 19% dropped out, whereas of those who didn't see a

counselor, 48% dropped out. The results of this study

indicated that the students who received counseling were more

likely to be succe sful than those who did not. Again, however,

th _s could be e--tributed to factors other than counsel_

An ongoing research project was included in the freshman

colloquium. Approximately 250 colloquium freshmen were com-

pared c.ith non-colloquium freshmen during the Fall 1972 semes e_

Comparisons were d ne on the basis of grades and an attitude

questionnaire. In terms of grades, both groups achieved roughly

the same grade point average. However, the colloquium group

took signiEtcantly more remedial non-credit or low credit

urses than the non-colloquium group. This suggested that the

group members, as seen by counselors before the se ester began,

were th ught to need more help in meeting the demands of the

college. Despite this apparent initial deficit, colloquium
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students did as well as _:e supposedly better prepared s udents.

The counseling staff felt this could be due in part to partic-

ipation in the colloquium (we note, ho ever, that the findings

could be due to a number of other factors).

Thus, the research t- date at least suggested that coun-

soling had made some impact on ..tudent performance.

-NG SYSTEM AND RETENTION STANDARDS

The standard A - F grading system was in force at

this c liege. However, for compensatory courses, and in

the freshman year generally, failures were not computed

in the academic index. This policy applied to regular

courses only during the f eshman year.

It was college policy that no student would be dis-

missed for academic reasons in the freshman year. After

this period, students were placed on probation if the

cumulative average fell below a "C". Students whose

academic index fell below 1.70 were subject to dismissal.

Students could also be dismissed if they failed a required

course three ti es.



CHAPTER 7

LEHMAN COLLEGE
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EVALUATION OF STUDENTS AND PROGRAM PLANNING

Pal__ 1970

During the summer of 1970, the initial processing of stu-

dents took place. The responsibility for this was located in

the Office of the Dean of Students. For approximately 6 -eeks

groups of 100 students each were scheduled for a visit at the

college. These visits lasted for a whole day. In the morning

students were g ven a preliminary orientation, being addressed

by the Dean of Students and other college staff. All students

filled out the College Student Questionnaire (CSQ) which pro-

vided the college with demographic and socioeconomic background

data. Some students took achievement and advanced placement tests.

The Nelson-Denny reading test was also administered in order to

validate student performances on the open admissions reading test

which had been previously admitered in high schools during May

of 1970.

Du_ing the lunch hour these tests were sorted. The scores

were then collated for each student.

After lunch hour students met individually with counselors

who had the student data in f ont of them. The function of the

counselors was to advise the student regarding an appropriate
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program. After a sug ested program was worked out (and in the

first year place ent to various compensatory courses was not

mandatory), the student then went to the other side of the

room in order to formalize the courses and schedules with re-

presentatives of the registrar's office. If there were any

problems after this procedure had been completed, the students

were then supposed to have further consultation with counselors

In summary the basis for program planning consisted of open adm

sions test scores, Nelson-Denny test score, and the high schoo]

record.

While placenent in the first year was not mandatory , ther(

were certain criteria used for advising .,tudents to register fc

one or all of the following compensatory areas: (1) writing;

(2) reading and study skills; 3) math.

Placement in compensatory mathematics courses was based

entirely upon assessment of the high school record. Essential:

any student who had taken less than 2 and 112 years of high sd

mathematics was deemed to need some compengatory work in this

The specific initial placement depended upon the amount 'of h g:

school mathematics work which had been completed.

Placement in writing courses was based primarily upon sco

on the OAT reading test. Students ranking at the tenth percen

ile or less were placed in the first level writing course. St

dents ranking from the eleventh through the twentieth percenti



-194-

were placed in the second level writing course. Those rankinT

from the t enty-first through the fo_tieth percentiles were

placed in the highest level compensatory course.

Students who showed weakness in reading skills as indicate

by OAT scores and the Nelson-Denny test were encouraged to regi

for a course in reading and study skills. It is not clear thEt

specific cut-points were used. Counselors had considerable dis

cretion.

-0=.

Subsequent to the initial visit to he college for purposes

f testing academic advisement, and reistration, studerts visited

the college for a second time just before the start of classes in

the fall of 1970. The purpose of this visit was essentially to

orient the student to academic life at the college. These orien-

tation sessions were run by- upper class students. Inolu4-d in

the orientation sessions were "sample lectures" given by selected

faculty. Attendance at this orientation session was not mandatory.

Fall, 1971

For the seco-d open admissions class, several changes oc-

curred in the assessment and placement procedures. Students

were brought to the campus earlier (in April) for testing and

registration pr cedures.

During this year the college changed its assessment pro-

cedure by utilizing the American College Testing Program Asses-
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sment Test (ACT). This was the primary assessment instrument.

The ACT is a standardized test with- national norms Essentially,

t consists of four subtests as well as a total score. The sub-

tests are as follows: (1) english usage; (2) mathematics usage;

3) social studies reading test; (4) natural science reading

test. The test was administe ea in April to those students who

indicated that they planned to attend the college. After the

scoring service had transmitted the results for ea h student

back to the college, counteling and registration procedures

similar to 1970 were used. However, certain significant chamgeS

n the ute of the data occurred in 1971. Whereas in 1.970t coun-

selors had considerable discretion in advising and suggeSting.to

students the nature of their programs, the counselors had avail-

able suggested cut-points based on ACT scores in 1971. Student

who scored belOw the 30th percentile (of Lehman students) n the

social studies section of the ACT were supposed to be placed in

reading and study skills courses. Placement in writing courses

curred for students who placed in the lowest quarter of the

english usage subtest of the ACT.

Whereas placement in remed al courses was largely advisory

in 1970, placement in 1971 became mandatory. During the first

year of open admissions it was possible for a student to make

changes in the program and to disregard advice given by the

counselor. In 1971 the program which the student brought to

the registrar's staff had to be initialed by the counselor and

any changes also had to be initialed by the counselor during the
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registration phase. Presumably, this pro ided a basis for greater

control over placement. Some effort was also made to restrict the

r:redit loads taken by students with high school averages of less

than 70.

Fall 1972

The processing of 1972 freshmen involved some changes from

the previous year. Testing .vising the ACT3 was condUcted in April.

At this time students mst with counselors and also were able to

receive, financial aid counseling. Three to four weeks lAter the

test results were available and the students were asked to return

to the campus in order to plan programs. Departmental faculty in

English and Math h 4 greater control in setting placement guide-

lines. There was a change in criteria for placement in reading

courses. Freshmen whose score was WUow the twentieth percentile

on the social studies section of the ACT were placed in reading

and study skills courses. Placement criteria fOr math and

wri_ing were identical with . the previous year.

The major change in 1972 involved the atte pt to institute

greater control over the total configuration of student programs.

For example, students who required various combinations of remedial

courses were restricted irom registering friz certain other courses.

That is, a !'tudent who required remedial reading would be restricted

from registering for certain introductory courses (such as history
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or sociology, which pre umably, required a level of reading skills

which the student did not have). This method of planning a t tal

course configuration is referred to at the college as "block pro-

gramming". Based upon the academic strengths and weaknesses of

the student and his consequent placement in compensatory courses,

various other courses would be open or restricted to him. The

actual structure of any given student's program was carried out

using a computer procedure in which various configurations of

courss exirated, and students were placed in them. It is our

impression that the college did attempt to implement this plan,

although it did not occur for every student. The reasonsfor

this are unclear, but are probably due to problems of availab lity

of space in va ious sections of courses and related administrative

difficulties.

SUPPORT SERVICES 1: STRUCTURE OF _REMEDIAL-COMPENSATORY WORK

Cent elized Versus Decentralized

The remedial effort at this college approx. ated the c n-

tralized model. With the exception of compensatory work in

mathematics, all other course work was offered within the A

ademic Skills department. This model existed in 1970 and con-

tinued in this form through the first three years of open admis-

sions.
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11,Eal_of ConRensatory work

This college offe el compensatory work in the following

areas: writing skills; (2) reading and stucy skills;

(3) mathematics. As noted al)ove the mathematics work was of-

fered by the math department. The other work was offered by

the acade _kills department. Work in all of these areas

was offe- om the very beginning of open admissions in 1970.

1. ?Lisia.9_2ILn. In 1970 placement into compensatory

writing courses was "strongly suggested", but not mandatory.

Beginning in 1971, place ent was mandatory.

Three core courses were offered over the first three years.

The third course was the most advanced, and ws considered the

equivalent of the regular f eshman composition course. It car-

ried three credits and met for four, rather than three hours.

This allowed it to proceed at a somewhat slower pace. The

two more ele entary courses carried no credit. The three

courses constituted a sequence. Some students could be placed

in the third writing course which gave credit. In this case

completion of the course satisfied the english requirement.

Students requiring more elementary compensatory work were

placed in the two earlier or lower level courses. If a student

passed either of these courses in the initial semester, he then

moved into the third level freshman cour e. If a student did

not pass the first level course, he then moved to the second

212



-199-

course in the more elementary se uence. In shi-t, at the end

of the first writing course, some students were deemed ready to

attempt the slowed up version of the regular course, while others

were considered in need of further :ork on writing fundamentals.

The general aim of the writing program was to enable the

student to write at a level required in order to satisfy the

freshman composition requirement. In addition, of course, this

level of skill was expected to enable the student to complete

successfully advanced english courses as well as courses in other

departments which often required extensive writing skills.

The specific goals of the program were to help the student

to master the mechanics of writing, such as sentence structure,

word usage, punctuation, spelling, and subject-verb agreement.

In addition the program aimed to help the student develop skills

in organization and the development of an idea. A variety of

materials were used as topics for writing. These could include

students' personal experiences, literature, and the like. Stu-

dents were required to write frequent essays of 350 to 500 words.

At least one of these had to be in the format of a research paper

(utilizing the ideas of others, with the proper use of footnotes).

All of the courses met for four hours per week. In addition to

the writing assignments' students were expected to meet with the

instructor two to three times each semester for an individual
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conference. Sometimes these conferences were held with 2 or

students jointly. However, the w iting coordinator indicated

that there were some problems in assuring that students would

show up for conference appoin .ents.

The essential style of the writing program was generic.

That is, the focus was upon the acquisition of certain general

skills, grammar, idea development, e.c. which, presumably, con-

stitute the criteria for good writing in any substantive area.

The work in the w iting cou -es moved along essentially at

the pace considered appropriate for the class by the instructor.

There could be more or less work or greater or lesser attention

given to certain writing problems, depending upon the individual

student, but the overall pace of w rk was determined by the

instructor.

The primary criterion for evaluating students taking com-

pensatory writing was the assessment of student compositions.

The emphasis was upon quality of paragraph structure and absence

of grammatical errors. In order to pass the introductory com-

pensatory writing course, students had to complete at least a

300 word composition with no more than five grammatical errors.

This was an explicit department policy in 1972. In cases where

the teacher was unsure about passing the student, one or two

other instructors might review the student's work.
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Given the structure of the writing program, students could

complete the writing requirements in anywhere f-om one to three

semesters, depending upon the co se into which they were ini-

tially placed. In connection with initial placement it should

be noted that at the beginning of each academic year, students

placed at the beginning level course were asked to provide a

ting sample. On the basis of this sample'students could be

slifted to another course in the sequence. Students in this

beginning course frequently were in reading and study skills

courses as well. Optimal class size was considered to be between

15 and 20 students. However, in some cases classes had between

25 and 30 students. In the writing program, courses were taught

only by full time faculty. Almost all of these were on lines

belonging to the academic skills department.

2. Reading_IIELLEdx_5li11121-22am. The reading program

basically consisted of a two course sequence offered over all

three years (not including a special reading course in the nat-

ural science area). The first level reading course was generic

in its qFientation. That is, 't involved reading and s udy skills

thought to apply over the whole range of college work. The objec-

tives of this course were as follows: learning how to use and read

a text book, the development of critical reading skills (such as

extracting main ideas), developing writing skills (such as how

to outline, how to paraphrase, how to summarize) skills for

taking tests effectively, how to write a term paper, and vo-
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cabulary development. The second reading course was more con-

tent oriented. That is, it was designed to develop reading and

study skills in three substantive areas: social sciences, hu-
.

manities, and sciences. The skill-content linkage was further

expanded beginning in th. Fa 1 of 1972. Specifically, one ex-

perimental section of an introductory history course was com-

posed of students with weaknesses in reading skills. This sec-

tion was then team taught by a history instructor and reading

skills intructor. In 1972 a third course was offered which

focused specifically OR providing students with reading skills

the natural science area. The latter was designed to provide

a special service for students who might wish to major in one of

the natural science areas.

with regard to placement, students were "encoura- t-

register for these courses in 1970. Beginning in 1971, those

students defined as needing such compensatory work were placed

in these courses on a mandatory basis.

In 1970 the two baste reading and study skills courses met

for two hours per week and carried no credit. In 1971 no credit

was given, and the introductory co rse was increased from 2 to 3

class.hours per week. The course in reading skills for scientific

courses, introduced in the Fall of 1971, met for 3 hours a w-ek,

but carried no credit. Beginning in 1972 the two basic courses

carried 2 credits, but the science reading course carried no

credit.
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In 1971 a laboratory was established in connection with

the reading courses. This laboratory became more fully de-

veloped by 1972. Students scoring below the 10th percentile

on the Nelson-Denny Reading Test were expected to spend two

hours -per week in the reading lab. The 1 b also was intended

to serve upperclassmen with reading problems in particular

coursea. The laboratory operated on an individualized basis.

Diagnostic testing was carried out designed to assess the

specific difficulties which a student might exhibit. Com-

pensatory work was then planned on the basis of the needs of

the individual student. Staff of the reading laboratory were

expected to provide the students, instructors, and counselor

with inf_rmation concerning progress.

There were no uniform criteria defining satisfactory

completion of a reading course. Each instructor made a de-

cision based upon his familiarity with the student. However,

every, tudent was expected to write a term paper in which

compe ence in doing library research was to be demonstrated.

Students who did not pass the first le el reading and study

skills course were expected to repeat it. Those who did pass

might or might not be required to take the subsequent course.

This depended upon the recommendation of the Instructor.

In the reading and study skills area in 1972, the -a

consisted of twelve full time reading instructors one full-

t me laboratory instructor, one full-time instructor for the
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science reading c urse plus a par time instructor for -his

course. Prior to 1972 the number of full time instructors

was sma ler and there was no laboratory instructor.

3. Mathematics. This college's compensatory mathematics

courses were offered independently of the academic skills de-

partment. Although the college did not have a mathematics

requirement for graduation, it did at the outset, advise

that studen s without high school exposure to certain math-

ematics cou_ses, take compensatory work in mathematics.

In Fall 1970 three elementary core courses were offered.

The first was designed to review basic arithmetic and to d

velop numerical competence. The other two courses were designed

to provide students with background not received in high school

math. The basic aim of these courses was to develop competence

in numerical skills (such as computing percentages, dealing with

deci als, etc.), concepts in algebra and in geometry. It was

felt these skills would enable students to meet the mathematics

requirements which might be encountered in most college courses

(for example, the ability to read a table in a sociology course,

or to understand the results of a psychology experiment). For

students who might be interested in majoring in natural sciences

or areas requiring more mathematical background, additional com-

pensatory courses were developed by the department.
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Placement in the core elementary courses was not mandatory

until 1972. The more advanced compensat :y courses were man-

datory only for those prospecti_e math or science -ajors with

inadequate preparation.

In 1970 the arithmetic review course carried no credit and

met for two hours per week. The other two courses carried 1

and 2 credits respectively, and met for 6 hours. In 1971, the

ari hmetic course was not offered. The core work consisted of

the other two courses offered in 1970. These continued to carry

the same credits and hours as in 1970. The major change for

1972 was that these two courses met for 5 rather than 6 hours.

In addition a third course was offered which was a more advanced

version of the first two courses. It was designed to serve stu-

dents who had some high school algebra, but not enough to satisfy

college requirements. Compietion of the first two courses was

required.

One major change in the structure of the mathematics program

occurred between 1970 and 1972. In the first year of open admis-

sions, the courses proceeded according to a traditional lecture

classroom format. However, a self pacing, modular approach began

on a tentative basis in 1971 and became more fully structured in

the fall of 1972. The modular approach may be summarized as

follows: Each course was subdivided into four units. In order

to receive credit for one of these courses, the student had to



complete the work in all of the four modules comprising the

course. It was intended that each --cdule would require not

more than three -:eek's work. When the student had completed a

module, he then took a uniform examination prepared by all of the

instructors teach_ng various sections of that course. If the

student passed this examination, he then proceeded t: _he next

module. If he failed, he repeated the module. This procedure

was repeated throughout the four module sequence. Students who

did not complete all four modules within a given semester would

be asked to repeat the course from the point at which they left

off in the preceding semester. Students who completed all mod-

ules received a grade, while those who did not complete them

simply received a grade of "no credit" for the course.

If students required extra work, they could ask for help

from the instructor. However, there was no math lab facility.

Tutoring was available for those who needed it. Tutors were

under the supervision of the Dean of Studen_ fice. They were

upperclassmen with demonstrated facility in math

Full-time faculty had primary responsibility for teaching

the compensatory mathematics courses. However, several adjunct

lecturers participated in the teaching of compensatory sections.

Self-Assessment of Re ediation

Over the first three years of the open admis- ons program, the

liege had conducted no systematic studies of the impact of r -

mediation. The only evaluations were impressionistic.
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The math department reported that students whd took the

pre-calculus compensatory course in 1972 did better in the reg-

ular calculus course than those who did not take the compensatory

course.

Aside from the above report, faculty in other compensatory

areas were not able to provide any information relating to evalua-

tions of program impact.

Adminis

SUPPORT SERVICES, 2: COUNSELING STRUCTURE

ative Locus of Counseling.

From the outset counseling services were located in the

Of ice of the Dean of Students. This arrangement co- inued

through the first three years.

TITI!J_Ljaf2aarl_s_211.11151

All types of counseling were offered. However, the primary

activ'ties involved academic counseling.

Counselin: Division of Labor

The counseling model conformed more closely to the generolis'

than to the specialist type. That is, counselors handled all kin,

of student problems. However, there was some specialization with

regard to financial aid counseling, and there were some counselor
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a clinical natLre with emphasis on

the traditional therape tic function of the clinical psvchol

Styles of Counseling

versus Outreach Counsel rs p

4- al

very cen-

in the open admissions effort at this college, since

primarily responsible for the initial processing, orie

and registration of incoming freshmen. This was true from

the outset of open admissions. in 1970 the counselors were avail-

able during regist -tion. However, staff from the office a the

registrar actually registered the students This was also true

in 1971. In 1972 the counselor was supposed to play a more

active role in helping the student to plan his program. This

occurred during individual conferences with students which were

held in May prior to fall enrollment.

For the 1970 freshmen counseling was voluntary after the

beginnin= of school. However, in the first year, letters were

sent out advis ng freshmen of the counseling services and en-

couraging them to seek the assistance of the counseling staff.

Students who were doing poorly, based upon midterm grades, were

again sent notices to seek counseling. It is unlikely that the

monitoring of midt_rm academic standing could have been very ef-

fective, since the information was dependent upon the reporting

by fdculty of those students who were doing poorly. Most fac-

2 2
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1 y probably did not follow this p a tice. Prior to registra-

tion for the spring term each student was asked to consult with

a counselor in order to plan a program for the next semes

This system depended very much upon the will igness of students

to voluntar ly meet with counselors. It was the assessment of

the counseling staff that this structure was not effective. As

a re-ult the college instituted a major change in the counseling

structure beginning in Fall, 1971. This change (described below)

increased the outreach orientation of the counseling, particularly

for students with low high school averages.

2. Flyle.,/aL!i_F-...,_.2L9_1_1col,a_....anz
Beginning in the fall of

1971 students with high school averages of below 75 were t quired

to register for a group counseling course called "freshman col-

loquium". This course met for one hour per week during the fi

semester. In 1972 the colloquium was offered to all incoming

freshmen, regardless of high school average.

The aims of the freshmen colloquium were essentially to

provide students with a detailed orientation to various aspects

of the college so that they would be able to function indepen-

dently and effectively later on. The attempt was made to main-

tain the size of the cou seling groups at not more than 15 stu-

dents. This was true for those students with high school av-

erages of less than 75. For those with averages above this

cut-off, the groups were larger. For the below 75 group, the
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counseling sessions occurred each week for the en ire first sem-

ester. For the other students, the sessions ran from 6 to 8

weeks.

I lustrations of the content of the group counsel ng dis-

cussions are as follows: at the beginning of the term, students'

programs were reviewed for correct course placements; deadlines

and procedures for changing prog_ams were discussed; later on

in the term students learned about the grading system, cur-

riculum requirements, financial aid, extra-curricular activi' es,

and various administrative procedures; toward the end of the

term the counselor assisted students in planning programs for

the following semester; vocational and educational goals were

also discussed. In addition the counselor in charge of each

group was also the counselor whom the students would contact

for individual counseling. Each counselor was expected to

monitor students' academic progress during the semester. These

colloquia provided a setting in which students could acquire

information necessary for handling the routines required by the

college. In addition they allowed students to see that many -f

their problems, rather than being unique, were in fact shared

by their pe rs.

Students who did not belong to the colloquium were expected

to see a counselor in order to plan programs for the second sem-

ester, The extent to which students did this is not known.

2 2 i
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Nandatorv versus Voluntar Couns lo -Student Interaction.

Prior to the introduction of the Freshman Colloqui

was voluntary. In 1971, regitraticn for the colloquium was

required, but attendance was voluntary. In 1972 att-ndance was

mandatory for students with high school averages below 75. For

those above this c t ff, it was voluntary.

counseling

4. Peer Counselir In addition to the counselor, the

freshman colloquium staff consisted of a peer counselor (an

upperclassman trained by the counseling staff ) and sometimes a

faculty person who, on the basis of interest, volunteered to

participate in the sessions. Aside from th s, there was no peer

counseling program al.though such a program developed after the

third year).

5. Thera eutic versus Socialization Goals_. The essential

thrust of the counseling service at this college has been to

enhance the socialization of the student to college life. The

more traditional dyadic, therapeutic type cf counseling did

exist in those cases where the counselor thought it necessary

for a student. In this case the student was referred to one of

the clinically trained staff. Overall an effort was made to

define counselors as facilitators rather than authority figures.
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Counse]or-Facul y Rela

With regard to relationships betven counselors and fac-

lty, it is our impression that there was rentively little

co tact bet een the t o over the first three years of open

ad, --ions. Counselors night sometimes contact a faculty

member on a student's behalf, if the student requested it. On

the other hand, faculty would occasionally refer studen

counselors. The Office of the Dean of Students each year re-

quested that faculty contact the Office in cases where they

felt that counseling would be helpful. However, the extent

faculty response is unknown.

Back und and Evaluation of Counsel°

'th regard to the background of counselors, the majority

were trained in one or another of the behavioral science dis-

ciplines. Counselors were from a wide age range. About 45%

were females. With the exception of financial aid counselors,

all counselors occupied faculty lines. Counselors were eval-

uated yearly by supervisors in the Dean of Student's Office.

In addition, student evaluations were obtained.



Caseload Definition

Typically a counselor was responsible for four sections

f the freshman colloquium. The remainder of the time du.ing

the week-as spent seeing students on an individual basis. We

have no reports of the number of individual contacts made over

each of the first three years of open admissions. It is not

clear that such records were kept. However, we were informed

that between one-half to t -thirds of the total counselor ef-

-t was devoted to thP freshman groups.

Self-Assessment of Counselin Effectiveness

With regard to the evaluation of the eff ctivene coun-

ling services, staff representatives themselves considered the

counseling strucure to be ineffective in 1970. However, begin-

ning in 1971 and particularly in 1972, it was felt that the de-

velopment of the freshman colloquium significantly improved the

effectiveness of the counseling services. The staff felt that

without the colloquium, many students would have been lost. The

felt that the retention rate was increased in the freshman year

as a direct result of the colloquium.
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RADING SYSTEMS

The grading system at this college adhered to the typical

A-F system. In addition students were allowed to register for

courses on a "pass/fail" basis for a maximum of 18 credits, sub-

ject o certain qualificat] ns. where this option was ele ted,

the student received credit for the course if it was passed, but

the passing grade was not calculated in the grade point average.

In certain courses, notably fresh an English and compen-

satory courses, those who did not pass typically received a

grade of "no credit". This grade differed from the typical

"F" in that it was not calculated in the student's academ c

index. The student also had the option of withdrawing fr

courses. This occurred for various reasons. The student might

have been doing very poorly in a course, or there might have

been other pressures which required the student to withdraw.

If this was done before the end of the fifth week of a semester,

the student received a grade of "W". This grade was the equiv-

alent of not having registered at all for the course.

CRITERIA FOR MAINTENANCE OF GOOD ACADEMIC STANDING

Initially, students at this college were not to be dropped

for poor scho1arship before they had registered for 24 credits.

2 8
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If t, -2 had registered for at least this number and their grade

point average was below 1.7, they were subject to academic dis-

missal by the committee for academic standards and evaluation.

However, if there were indications of improvement, students

who did not meet this criterion could be allowed to continue as

matriculated students. Inasmuch as many student- would not have

atte pted 24 credits by the end of the freshman year (due to the

fact that they took remedial and compensatory courses which car-

ried little or no credit), they would not have been subject to

academic dismissal at the end of the freshman year. However,

students who had attembted 24 or _ore credits and fell consid-

erably below the 1.7 cri-erion could have been dismissed. It

is not clear, however, that such students were actually dismissed.

Beginning in the 1972-1973 academic year, the number

credits allowed before a student was considered for academic

dismissal was increased. At this time a .tudent cOuld have

attempted up to 35 credits and would not be subject to dis-

missal if he maintained at least a 1.7 average. HoweVer after

attempting 53 credits a student was subject to dismissal, if,

by this time, he had not attained a 2.00 average.

In short, the criteria for the maintenance of good aca-

demic standing became somewhat more permissive with regard to

the time period during whi-h a student would be allowed to

mee_ minimum standards,
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S u.ents scheduled to be dropped from the college had the

right to a review of their records by a subcom ittee which would

clude 2 members of the Committee for Academic Standards and

Evaluation and a counselor from the Office of the Dean of

Students.
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EVALUATION OF STUDENTS AND PROGRAM PLANNING

The college opened in the fall of 1971. It offered

both Associate and Baccalaureat_ degree programs. It was

criqinated to ser e a predo_inantly Black community. Over

90% of the student body was of minority group background

and of lower economic status. Almost all of these students

were open admissions students; that is, they had earned high

school averages of less than 80. Because of this, the posi-

tion of the college was that for practical purposes, all

students were educationally
disadvantaged and in need 017

compensatory work.

In both 1971 and 1972 no systematic testing was con-

ducted for placement purposes. All students were placed

the so-called CORE program, a compensatory structure

designed to develop basic skills in the context of aca-

demic courses (to be described in greater detail below).

The compensatory aspect of this program aimed to improve

students' skills in the language area (writing, reading,

and study skills

Although there was no college-wide mathematics require-

ment, compensatory work was available. In the first year,

it was reported that about a quarter of the freshmen took
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a remedial math course. HoweVer, there were no formal

assessment procedures for placement. We believe that stu-

dents were advised to take this course if they expressed

some interest in the math-science area and showed weak

preparation. In the second year, the Division of Natural

Science developed a twenty item math placement test in

order to assess computational skills. Approximately 350

students were reported as taking remedial mathematics in

this second year.

In 1971 an orientatiOn and registration session was

held in September, p ior to the beginning of classes. The

orientation provided an introduction to the college.

Counselors met with students in groups of 20-25. The CORE

program and other services were described. In addition to

the CORE courses, counselors advised students regarding

registration for elective courses. In 1972 one major

change occurred: Academic advisement was done by faculty.

SUPPORT SERVICES I: STRUCTURE OF COMPENSATORY PROGRAMS

Centraliz d ve sus Deoentraliz d2ppensatory Structure

Compensatory work corresponded to the centralized type.

233



-219-

This work was administered by a Division of Academic Develop-

ment. The Division was responsible for coordinating the. CORE

program and a Study Center which provided tutorial services.

While remedial work in Math was offered directly by that

department the primary thrust of the compensatory effort

resided in the Academic Development unit.

Ar eas of CompensatorWork

Work was offered in the areas of writing, reading com-

prehension, study skills, and mathematics. The first three

areas were covered by the CORE Program.

1. Core Program. For its initial year the college

developed a unique approach to its compensatory effort.

The CORE program was an effort to link academic course

content with basic skill training in the language skills

area. The program was not viewed as strictly remedial.

The organization of the program was as follows: A set of

modules or courses was organized around a theme or unit.

The student would take the courses included in that unit.

Each module had as its two central instructors, a

content teacher from an academic discipline and a language

2 3
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teacher who was responsible for the development of basic

skills for dealing with the content area. Examples of

module topics were the following: "Contemporary Isuses

in American Society", "Communications in the 19th Century",

"The Hispanic Experience", and "Art".

Placement in the CORE Program was mandatory for all

freshmen over the first two semesters. Modules met for

9 hours per week and carried 5 credits per semester.

Grading was on a "Pass-Fail" basis.

In the second year there were several changes in the

CORE Program. There had been a great deal of conflict

and disagreement about the program in the first year.

was reported that content area teachers had difficulty

committing themselves to the task -f teaching language

skills. It was also reported that the program suffered

from a lack of structure and that class sessions tended

to devote too much time to "rapping" with insufficient

emphasis on the acquisition of basic language and study

skills which would prepare students for future work in

college and on the outside. Accordingly, the program

in the second year was more highly structured, and emphasis

was explicitly placed upon the demonstration of ba_
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skills as a prerequisite for passing the CORE courses.

To implement this general aim, the language skills teachers

re given the primary responsibility for grading papers

and evaluating students. A detailed set of behavioral

objectives was developed by the Division of Academic

Development. These were to be used for the guidance of

teachers and students. A "Contract" system was also de-

veloped, whereby student and teacher agreed upon a pro-

ject to be completed by the student in partial fulfill-

ment of course requirements. This usually involved doing

research paper or similar effort. Counselors were also

attached to each module. Their responsibilities were to

help students who might be having problems which interfered

with academic performance, and to mediate any conflicts

which might ari-e between the content and language teachers.

The CORE sequence was again mandatory in this second

year. It met for seven and one-half hours per week and

carried four and one-half credits. The "Pass-Fail" grad-

ing system was replaced by the traditional grading system.

The linking of content and basic skill objectives was main-

tained, but it was clear that the acquisition of skills

was the primary objective. In short, a stronger emphasis

on the compensatory aspect of the CORE program emerged in

the second year.
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2. Mathematics. In 1971 the college offered a one----

semester course designed to cover the major concepts of

high school mathematics. It met five hours per week,

carrying three credits. While the course was not mandatory,

many students were strongly advised by counse ors to take

it, and about 25% of the freshmen did so.

In 1972 the college offered a two semester mathematics

sequence. The first course covered both arithmetic and al-

gebra. However, it was reported that most students in the

course exhibited such weak preparation in math that the

time was spent preponderantly on a ithmetic work. The second

course, which enrolled about sixty students, covered pre-

calculus topics. The first course carried two credits,

while the second carried three.

Tutoring

In 1971 the college established a Study Center under

the Division of Academic Development. The Center was

staffed by reading and writing specialists as well as

graduate student tutors. Students who heeded additional

help beyond that offered in the CORE Program could use the

services of the Center. While students might be referred
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by faculty, the service was essentially voluntary. It was

reported that students use of the Center was irregular.

Frequently they would not show up for more than one session,

even though they needed fu_ther work.

In 1972 some effort was made to set tighter controls

over student use of the services. In both years it was

reported that facutly attitudes were somewhat negative.

Many felt that tutoring should be left to the individual

departments.

Se_ -Assessments of Com.ensator Work

Those responsible for the CORE Program felt that in

the initial year the effort was hampered by serious organi-

zational problems and by conflicts between content teachers

and skills specialists. Most felt that the program operated

better during the second year. In spring, 1573 a student

opinion questionnaire was administered to students who had

been in the CORE Program in the fall and spring. The aim

was to assess attitudes of students toward the Program and

toward themselves. However, it was not clear that the data

were used in any way for policy modifications. The staff

was planning to imple ent more systematic assessment pro-
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cedures, including standardized testing and measurement of

specific skills objectives.

SUPPORT SERVICES 2: COUNSELING STRUCTURE

Administrative Locus of Counseling

Counseling servic_i -ere administered under the Office

the Dean of Students This was true both years.

Types_of Counseling

The college provided academic, personal, financial aid,

and career counseling. The two primary activities were aca-

de 'c and personal counseling.

Counseling. Division of Labor

In 1971 counselors provided both academic and personal

counseling. However, many faculty were opposed to counse-

lors doing academic advising. In 1972 this led to a change:

academic advising was done by faculty. The counseling staff

consisted primarily of generalists. However, there were

separate financial aid and career placement counselors.
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ptyles of .Counseling

1. Medical versus_Outreach. The counseling effort

resembled the outreach style. Counselors first met with

students during orientation sessions prior to the opening

of classes. They also sent letters to students asking

them to come in. In 1971 the counselors advised students

regarding elective courses. In 1972 this function was

assumed by the faculty. In general counselors made them-

seive- visible - for example, by sitting in the cafeteria.

Counselors were supposed to receive mid-term grades

from faculty and f nal grades from the registrar. They

were supposed to contact students whose records indicated

difficulties. It was repOrted that this did not occur __

the first year and that students in academic trouble often

did not come to the attention of counselors.

Counselo _ were assigned to CORE Program modules

1971 and 1972. They were scheduled to meet with the mem-

bers of the module for one hour per week in a group session.

This arrangement did not function systematically until 1972-

73.
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2. pyadic versus Grou CounttlIaa. It was reported

that counselor time was allocate' primarily to individualized

counseling. However, many students were seen in the one

hour per week CORE group sessions.

3. Thera eutic versus Socialization Goals. The

primary goal of the counseling service was to help students

remain in school. Indeed, it was reported that students

came to see counselors primarily for help in dealing with

problems related to understanding: teachers' note-taking,

and organization of study time. Financial problems were

also an important reason.

4. Mandatory versus Voluntary Counselial. The nature

the counseling structure did bring students into contact

with counselors in at least two situations= pre-registration

orientation and in the CORE Program. Outside of these, stu-

dent contact with counselors was essentially voluntary.

Peer Counseling. The college developed a peer

counseling program in 1971. Peer counselors worked under

the supervision of a regular counselor. They acted as an

intermediary for counselors, often being asked to track

down" students who wer- difficult to locate. They also

assisted students in dealing with personal and social

problems.
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Ca eload De ini 'on

The basic caseload was defined by the students in

the CORE modules to which counselors were assigned. Stu-

dents in each module met with their counselor one hour

per week. In addition, they would meet with him indivi-

dually. The counselor was supposed to follow students

in the i itial module caseload throughout their college

careers.

1971 the student-counselor ratio was about 90:1,

while in 1972 it was about 160:1.

Back --und and Ev lua ion of Counse o

In 1971 there were 6 counselors, and in 1972 this was

increased to 10. This included general counselors as well

as those working in the area of career guidance and place-

ment.

All counselors had Master's Degrees, primarily in the

areas of s cial work and student personnel services. They

came from mixed racial backgrounds. All occupied faculty

lines.
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11 1971 there were no formal evaluation procedures,

other than a conference with the director of the counsel-

ing service. In 1972 counselors were observed by the

director while they were conducting a counseling interv ew.

Student questionnaires were also used in the assessment.

Se_ -Asse-s en s of C Effectiveness

No systematic assessments had been made over the first

two years of the college. Howeve- it was reported that

during this period there was a great deal of conflict, pa

ticularly between different elements of the staff (language

specialists, content faculty, and the like), and that coun-

selors placed an important role in "keeping the college

together."

GRADING SYSTEM AND RETENTION STANDARDS

The traditional A - F grading system was in force at

this college. In addition students were allowed to take

a limited number of courses on a Pass - Fail bas _. Stu-

dents were allowed to withdraw from a course at any time

prior to the submission of a final grade by the instructor.
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Regardless of academic average, students were not placed

on probation during the freshman year. After this time, stu-

dents were placed on probation whenever the cumulative average

was less than a "C". When placed on probation, a reduced

credit load could be recommended. Students whose cumulative

average remained below C for four consecutive semesters was

subject to dismissal from the college. However, this was

not automatic. The Student Academic Review Committee re-

viewed each case on its merits, and could recommend the

continued matriculation of the student.
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EVALUATION OF STUDENTS AND PROGRAM PLANNING

Fall, 1970

Incoming freshmen were given placement examinations in

early May. These included the Open Admissions Test, the Vocabu-

lary and Mechanics of Expression sections of the Cooperative

English Test (CET), and a writing sample. Several weeks later

students returned to the college for programming advice and

registration (many students did not show up, however). During

the morning they met with their faculty advisors (someone from

the general area of their major field of interest) in individual

conferences, and registration took place in the afternoon.

Those who had not chosen a major field of interest were randomly

assigned. Faculty advisors had available to them a set of data

including students' high school records and test scores.

A variety of criteria were used for determining placement

in the appropriate beginning courses. The college offered re-

medial work in English, Developmental Reading and Study Skills.

Mathematics, and English as a Second Language.

Placement in the English sequence (three basic courses)

was determined by performance on the CET and writing sample,

read by two members from the English department. This sequence

consisted of the remedial writing and two regular Engl sh

246



-231-

courses. The department used four performance categories on the

CET in order to determine placement guidelines. Students in the

lowest category on the CET were placed in the remedial writing

course and their essay was not read. Those in the third group

has their essay read to determine placement in either the remedial

or first level regular course. Students in the second group were

immediately placed in the first level regular course, and those

in the highest group could be exempt from English, depending on

their essay. This college required the student to complete the

sequence. Thus, placement in either the remedial or two regular

courses was mandatory.

Those students whose native language was not English took the re-

gular English placement test, and on the form stated if English

was their second language. Their essay was then read by the ESL

department (initially read by English facul y) and placement in

the ESL sequence was determined.

Recommendations to students to enroll in Reading and Study

Skills were based upon a combination of factors including high

school records SAT, English Placement test scores, and expressed

need for help in reading were all considered in recommending

enro lment.
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There was no college wide mathematics requirement. However,

students who had not completed a course equivalent to high school

level inteLmediate algebra were advised to register for remedial

work, since this level of proficiency was required for graduation.

Many students placed in remedial courses also took regular

college level courses. Those who did not register until SepteMber

found many courses for which they were advised to register

already closed. Thus, many were placed in demanding courses.

The college conducted an orientation program in the spring of

1970. This was run by staff from the Dean of Students office and

primarily consisted of an introduction to the college. Students

heard brief remarks by the President and members of the counsel-

ing aff. Afterwards, upperclassmen met with students to

describe the various services provided by the college. It was

P- manly a social orientation and students were not required

to attend.

Fall, 1971

For the second open admissions class, no major changes

occurred in the placement and assessment of students. However,

for students with low averages and in need of remedial work,

a greater effort was made to prevent them from registering for
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difficult courses. In addition, the college abolished the

requirement that students achieve a high school level of pro-

ficiency in math before graduation. Thus, the remedial math

courses attricted few students.

nal_ 1972

Several major changes occurred in the third year of open

admissions. The college established a College Skills and Aca-

demic Resource Center. Students with below 80 averages or with

skill deficiencies (determined by performance on placement tests)

became the responsibility of the Center.

All entering freshmen assigned to the Center were seen by

a counselor in May for individual p_e-registration conferences.

Counselors had test scores and high school records available.

With the exception of English, placement in remedial courses

was still not mandatory. However, counselors were more "forceful"

in advising students to regist r for certain courses. A greater

effort was made to explain to students why remediation was nec s-

sary, and to help in choosing electives. Students were then

registered, and there was greater liklihood that academic programs

were appropriate to their skill level.

In addition to the remedial courses offered by the academic

departments during the first two years the Center established a

special course in Contemporary Civilization, restricted to students

who were taking the reading course.
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During the orientation program the counseling staff briefly

int oduced the services available to all students. However, a

special meeting was held for the open admissions students.

while the Center assumed responsibility for the counseling

and placement of all academically underprepared freshmen, other

students underwent the registration procedures followed the first

two years. That is, they continued to meet with faculty advisors.

SUPPORT SERVICES, STRUCTURE OF RE_ DIAL-COMPENSATORY WORK

Centralized versus Decentralized Structure

The remedial effort at _his college approximated the decen-

tralized model. That is, remedial course work was offered within

each academic department (with the exception of Reading and

Study Skills). In 1972 the college established the College Skills

and Academic Resource Center which was pri arily designed to

provide academically underprepared students with various supportIve

services. One of the functions of the Center was to assume re-

sponsibil- y for coordinating existing remedial programs and

services, as well as to institute new prog a s and activities.

To meet these objectives, faculty members from various academic

disciplines and counseling met regularly in program planning

conferences. In addition, reading and study skill staff members

became part of the Center.
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The only required course at this college was the two course

sequence in English composition. In preparing for open admissions,

the college developed a r _edial basic writing course for academi-

cally under-prepared students.

Once a student was placed in the basic writing course he

could be shifted to the next level writing course if the instructor

made such a recomdendation.

Most students placed in the basic course had a good sense

grammatical structure, but wrote vague essays and were unable to

organize a paper. The basic objective of the course was to assist

the student in learning to write with greater confidence and con-

trol, and to improve skills in paragraphing, sentence structure,

grammar, punctuation, and diction. In short the course was

designed to prepare the student for the required English sequence.

To meet these objectives, students were expected to do a lot of

writing, both in class and at home. In addition, brief reading

selections served as models for analysis of effective sentence

structure, paragraphing, development of ideas and organization

of material.

Beginning in 1971 various faculty members made up three

different syllabi, and instructors chose the one that best fit
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However, whatever syllabus was used, the basic

course objectives remained unchanged.

An innovative approach to teaching the basic writing classes

was initiated on a small scale in 1971 and expanded in 1972.

Students (mainly seniors) were selected to work as assistants

to facul y in the classroom and -e involved in both the plan-

ning and teaching process. The use of student assistants was

left to the discretion of the individual faculty member.

Beginning in 1972, a Wri ing Skills Workshop was estab-

lished, primarily for students in the basic writing and middle

level regular English courses. Students came on their own or were

referred by their instructor. Ho_ ver, attendance was voluntary.

The w rkshop was supervised by faculty from the English depa=tment

and was open on a daily basis. Students were assigned to a tutor

(undergraduate and graduate students) for individual sessions.

Periodic reports were sent to the student's instructor.

Throughout the semester students wrote frequent papers

and instructors would make comments rather than grade their

plpers. In order to- pass this 3 hour course which carried three

credits the student had to write a coherent final paper. This

was true all three years. However, the final grade was based

2 2
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upon both course work and the final paper. The student had the

right to appeal his grade on the final paper before a faculty

committee. Students who did not pass were required to repeat

the course. Those who passed went into the next level English

course. No freshmen received a 0 or F grade.

During the fall of 1972 approximately 600-680 students

were enrolled in the basic w-iting course. Class sections were

limited to 15-17 students which allowed for frequent interaction

with faculty. It was reported that approximately 75% passed on

the first attempt.

While the faculty consisted mainly of part-time adjunct

lecturers, they were generally doctoral candidates, many with

experience in teaching elementary courses. Moreover, some 11-

time faculty members taught basic writing sections in addition

to the advanced courses.

En lish for the Forei n-born

The two course bilingual sequence was designed for students

whose native tongue was not English. Often, students initially

placed in the basic writing course were sent into the bilingual

sections.
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both courses was on frequent writing practice.

Students were expected to write a mini- um of two compos'tions

weekly. Class sessions focused on vocabulary, grammar, compre-

hension, and paragraph organization. The lower level cour_e

was geared for students not fluent in their native language,

while the upper course was designed for those fluent in their

nati e tongue. It closely paralleled the basic writing course.

All work in the ESL sequence was conducted in English. In ad-

dition, a third course which emphasized practice in reading

skills was offered in 1972.

While no formalized tutorial program existed, ESL students

need of additional help were sent to tutors assigned to the

linguistics department, and in 1972, the College Skills Center.

To insure frequent interaction with faculty, class sections

were composed of 14-23 students and individual conferences with

fa ulty were encouraged.

The final grade in either course was determined on the

bas s of class performance and a final exam which was read by

than one faculty member. However, the final grade was

determined by the student's instructor. The lower level course

met for 3 hours and carried no credit while the upper level

2
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course carried 3 credits. Students received either a pass or

fail grade. However, a failing grade was non-punitive; that

is, not calculated in the grade point average. A student who

failed either course was required to take it over. Those who

passed moved directly into the next level ESL or regular English

course. In some cases, students would be required to enroll

first in the basic writing course.

Faculty members were all part-time adjunct lecturers, who

held degrees in linguistics. Many had prior experience in

teaching english as a second language and some were high school

teachers. The department held special training programs for

them.

Deve umentalReading and Study pJ4JJA

This program began in 1970 ad was especially designed

for open admission freshmen. However, because only a limited

number voluntarily enrolled the first year, an effort was made

to lure other students in subsequent years.

Once enrolled, students were given the California Reading

Test in order to provide faculty with a better idea of their

strengths and weakness
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The course was designed to teach studen s how to acquire

and use:

1. efficient reading and study techniques

2. an adequate college vocabulary

3. flexibility in reading

4. comprehension skills

In short, the main objective was to provide students with appro-

priate skills for reading and understanding their college text-

books. Hopefully, this would enable students to earn better grades.

To meet these objectives, the course met for 3 hours, one

of which was spent in the reading lab. The resources available

in the lab included: SRA materials (such as SRA Power Builders

and Reading for Understanding), study skills tapes, speed build-

_ng materials (such as pacers and controlled readers for improve-

ment of rate and comprehensio:) and faculty prepared materials.

While faculty were allowed to structure their own program,

it was expected that each skill area receive significant focus

during the instructional period. Faculty were encouraged to

use college texbooks and related materials (such as newspapers

and magazines) as supportive teaching devices.
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Based upon a combination of factors, students received

either a Pass or Fail grade (the F grade was non-punitive; e.g.,

not counted in the academic index) . First, the California Reading

Test was re- dministered. Students were required to score at or

above the 60th percentile (grade level = 13.0). Second, students

had to complete all classroom and laboratory assignments and per-

form satisfactorily on teacher exa inations.

The course carr ed no credit in 1970. However, in 1971

and 1972 the students received from one to three credits, d

pending on how much of the coursework was satisfactorily co

pleted. Students receiving less than three credits were advised

to re-register in order to attain full credit. However, this was

not required.

In 1970 the reading staff was made up of 5 full-tima people

including the coordinator. One line was added the following year.

All staff members had either received their doctorate or were

enr 11 d in doctoral programs.

he a ics

1 Pa 1, 1970 and 1971 There was no college level mathematics

requirement. However, students were expected to have completed

a course equivalent to high school level intermediate algebra.
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For th-s: stud nts entering in the fall of 1970, three different

courses were available. The first level course was intended for

students who had not studied elementary algebra. It met for 6

hours and car ied no credit. The second level course met for 4

hours and also carried no credit. It combined termediate

algebra and trigonometry. Students who desired to take further

mathematics or science courses were advised to go into this

course. The third course met for 6 hours and carr ed three

credits. It was designed for students who completed elementary

algebra and had no desire to take any further courses in mathe-

matics or the sciences. An attempt to approach basic mathematics

in a somewht untraditional way was made. Topics included math

hist ry, intermediate algebra, set theory, probability theory,

logic, and some computer pLngramming. It was designed to

attract students who had a "ftaa ' of math. Only a small number

of studets elecLed to enroll in the remedial courses.

Beginning in 1971 the college abolished the requirement

that every stu ent achieve a high school level of proficiency

in Math before graduation. Because of that, even fewer students

enrolled in the remedial courses The college added a 2 hour

course in trigonometry which carried no credit.



-243-

2. Falli_l972. This fall the col ege introduced two new re-

medial courses which'replaced those offered during the preceding

year. However, they attracted only a small number of students

The first level course was designed for students who had

no elementary algebra and geometry or did poorly in these sub-

jects in high schOol. Class sessions focused on general topics

in mathematics while -he actual skills were taught in the lab.

Those students enrolled in the second level course were

gi e- di_gnostic tests (focu ed on algebra skills) early in the

semester to determine their abilities. This course cmbined

elements of Jollege c-lculus with intermediate algebra and tri-

gonmetry. The remedial part of the course consisted of the

latter.

Students in both courses utilized the Mathematic- Laboratory

which opened on a limited scale in 1971 and expanded in 1972.

However, it was hampered by lack of space and money. The lab was

staffed by faculty members, student tutors (mainly undergraduates),

ac,d a full-time coordinator. While attendance in tht lab was
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mainly voluntary, certain topics covered in the remedial courses

had to be completed there. In addition, some tests were admin-

istered in the lab. However, the p_i ary function of the lab

rk was to "clean up" ,-roblems that occurred in class.

Bo h courses met for hours and carrie_ 3 credits. Frequent

tests adirListered both in class and the lab were used as a basis

for assessing the student's performance in the upper course.

During the first thrv'e years of _pen admissions, fu

f culty members taught the courses.

2.11Lsr122.1.1.ty Civilization

In 1972 the College Skills Center established this

spe- al course, restricted to open admissions students who

were takig reading. The course was intended to reinforce

reading and study skills through reading assiqiwients of

graduated difficulty. It was planned in conjunction with

reading persnne1, meeting for 3 hours and carrying 3 credits.

Tutor

During the first two years of open admissions, the

Office of the Director of Studies coordinated the tutoring

program on a college-wide basis. Funds were alloca 'Id to
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tutoring coordinators of the various academic departments on

the basis of an estimate of anticipated tutoring hours

relation to enrollment in basic freshman courses. The

tutoring coordinator selected tutors in his department and

assigned to them students who needed tutoring. StudentOlho

needed t_toring were referred to the tutoring coordinator by

instructors.

Beginning in 1972 the College Skills Center assumed re-

sponsibility for administration of the tutoring program.

It allocated funds and offered guideliries to all dvartments for

the selection and training of tutors.

Self-Assessment of Rexnediation

According to the coordinator of the reading program,

-e-testing results indicated that the majority of students

entering the reading course performed at or below the 12th

grade level on the California Reading Test. However, post-tests

administered at the completion of the course indicated changes

in performance. For example, in the fall of 1970, it was re-

ported to us that 74% were reading below the 12th grade level

before instruction and 54% of this group were reading at or

Wove LItte 13th grade level after instruction. Similarly, in

_hc faLl of 1971, 75% were reported is reading below the 12th
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grade level before instruction, and 50% of this group were

reading at or above the 13th grade level after J.nstruction.

Moreover, the coordinator felt that students seemed to like

the course and that faculty were attuned to their needs.

According to the Chairman of the Mathematics Department,

the impact of the program was difficult to assess because of

the small number of students taking re edial courses. However,

in anticipation of the increased number of open admissions

students expected to enroll in fall of 1973, the Math Department

had revised the format of the upper remedial course, and more

sections were belng planned.

According to the coordinator of the writing program, students

who successfully completed the basic writing course were able to

write a well organized paper at the college level.

The Chairman of the Department of English for Foreign-born

felt that students who took the ESL courses were more successful

in the regular courses. It was also reported that graduates of

foreign high schools benefitted more than graduates from New

York City high schools.
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SUPPORT SERVICES II: COUNSELING STRUCTURE

Administrative Locus of Counseling

During the first t o years of open admissions all academic

counseling was done by faculty advisors under the supervision

f the Director of Studies, while the Department of Student

Personnel Services provided other counseling services. The

latter office was administered by the Dean of Students. Begin-

ning in 1972 the College Skills Center assumed responsibility

for counseling All open admissxons students. Regularly admit-

t d students ontiued to be advised by faculty.

-e in

With the exception of academic advising, counselors pro-

vided all types of counseling. The major emphasis was on personal

counseling.

Counselipg Division of Labor

The main distinction was between academic advising and

general counseling. Students in need of financial aid and career

counseling were also referred to counselors who handled only those
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pl-)blems. Thus, the counseling set-up approximated the special-

ist model.

f..Y122_2f_2211n2tliai

1. Medical versus Outreach, The primary means of contact

with a counselor was through self referral. That is, the student

who felt the need was expected to report to the counselin- service

for an appointment. However, the service did send out letters

to students not enrolled in a group counseling situation (to be

described below) inviting them to see a counselor. In addit

an effort was made to provide exit counseling for students vL(..,

were withdrawing from college or who were being dropped for ;Academic

-sons. In general, the 4ie of counseling approximated Jae

medical model for the first two years, but moved toward the outreach

style in the third year.

Contact between the student and faculty advisor was not le

entirely to the discretion or initiation of the student. For

example, notices from instructors were sent to the Directoz of

Studies regarding those students doing failing work. These were

sent six weeks after the term began. Copies of notices were

sent to faculty advisors and students, and advisors then wrote

to the _tudent asking him to come in for a conference. The majority

of instructors sent in names of studeL3 in trouble. Thus, faculty
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advisors were responsible for providing the incoming freshman

with initial and continued guidance, including advisement for

second semester registration. This was true for all students

in 1970 and 1971, and for regularly admitted students in 1972.

Beginning in 1972, counselors assigned to the College

Skills Center (equivalent of two full-time people) were made

responSible for incoming open admissions students. In addition

to the initial program planning conference, counselors contacted

each student's teacher at least twice during the semester and

scheduled conferences with students on the basis of this infor-

mation. Moreover, a group counseling situation was used as a

vehicle for second semester program planning. Counselors

individually registered students.

2. Mandat ry versus Voluntary, Counselor-Student

Interaction. While it was expected that fa ulty advisor, would

periodically meet with students assigned to theu, the pl-ogram

was loosely structured and many did not. Thus, during the first

year student-advisor contacts were voluntary. In 1971 an attempt

was made to insure that open admissions students in academic

trouble would meet with their advisors. Those st_dents who had

entered the previous year and whose cumulative index was under

1.75 after two semesters were requested to see their advisors

26D
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before registering for the Spring, 1972 term. Students who failed

to see an advisor were not permitted to register. In 1972, open

admissions students were closely monitored by their counselor.

3. az.srLs. versus Grougtrnseln. In preparation for

open admissions, the college instituted a Student Life Workshop

pr gram which began in 1970. This course was geared for open

admissions students. However, only a small number of those

eligible elected to enroll the first two years. In 1972 coun-

selors strongly recommended that open admissions students enroll,

and the majority did. The workshop met for one hour and carried

one credit. While there was no formal curriculum, the workshop

dealt with questions of values, attitudes and personal problems.

They were run by cou selors and met in groups of between 8-12

students.

4 . ra versus Socialization Goals. The view

expressed by one administrator at this college was that the

function of counseling was to help the student adjust to his

college env ronment and not to provide therapy or long-range

counseling. However, he po nted out that not all the couns lors

would agree with this. According to the Director of the Coun-

seling Service, the goals of his staff were twofold: to Improve

the student's sel image and to socialize the student into learn-

ing how to deal -ith the college environment. Students with

severe psychological problems were referred to outside agencies.
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5. Peet_Counselira. The counseling service coordinated

the activities of peer counselors. They were involved in many

areas of the counseling program (such as providing information

on sex and drugs). In addition, students were often matched

with peer counselors on the basis of sex, race, _ shared problems

(such as disabled students). The cour- ing staff selected and

trained peer counselors and the number increased over the first

three years of open admissions.

Caseload Definition

As -7s previously indicated, faculty advisors provided all

student:- iith academic counseling during the first two years of

open admissions. In the fall of 1970 approximately 200 faculty

members were each assigned 15 students. Matching of students and

advisors was done on the basis of the student's major field of

interest. If none was listed, random assignments were made.

ThiS same procedure was followed in 1971.

4P

Beginning in 1972 open admiss _ns -tudents were ass gned

to a counselor in the College Skills Center. Matching of

students and counselors was done randomly. All other students

continued to be advised by faculty.
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incoming student initially met with his faculty advisor

the spring prior to Matriculation and this advisor was then

responsible for providing assistance during the freshman year.

This procedure was followed the fir_t two years for all students,

and for regular admits in 1972.

There were no assigned caseloads in the counseling office.

However, if a student asked for a specific type of counselor,

e.g., a black counselor, an attempt was made to accomodate the

request.

There were approximately 16 counselors responsible for

providing general counseling services to the entire college.

However, the majority of services were geared for incoming

fresitmen, particularly the open admissions students. Roughly

400-500 students were defined as Open Admissions Students - a

number which remained about the same since 1970.

Faculty who were involved in the College Skills Center

maintained a close relationship with the counselors. However

2
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regular academ c faculty members tended to view c_unselors as

"superfluous." Counselors rarely intervened in student-faculty

problems.

Some counselors were assigned to academic departments.

However, this worked out only in some departments. For example,

in the scie ces, counselors became familiar with course require-

ments and were able to work with those students who needed advice.

Back Evaluation of Coupse ors.

The counselors' bacgrounds were mainly in counseling and clini-

cal psychology, and the human relations areas. All counselors

were required to have at least a Master's Degree, and many had

earned their doctorate. In addition, the college had some interns

from the Hunter College Student Counseling program. They were

involved with the workshops and also provided individual counseling.

There was an even distribution of males and females, and all

counselo:- occupied faculty lines (such as instructor or assistant

professor, depending on their backgrounds). During the first

three years there were approximately 16 counselors (this does

not include financial aid and career counselors).
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All counselors were under supervision for at least 2-3

years. They met -eekly with their supervisors and evaluations

were based on a combination of reports. These included evalu-

ations by the supervisor, director, and students, on a semester

and yearly basis.- Often, taped counseling sessions were used to

evaluate the counselor's effectiveness.

Self-Assessment of Counseling_E -ectiveness.

This college had not yet instituted a research program

to assess the effectiveness of counseling on various student

outcomes (such as grades, retention, and the like). However,

the Director of Counseling felt that the dropout rate of open

admissions students would be higher without counseling.

Counselors impressions suggested that students in the workshops

were doing better than those not enrolled. Moreover, student

evaluations of the workshop program were positive.

GR.kDING SYSTEM AND RETENTION STANDARDS

The college operated on the traditional A - F grading

system. In addition students could, beginning -n the junior

year take up to four courses (one each semester) en a "pass -

no credit" basis. The option was limited to courses outside
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he studen 's major area. A failure in such courses was not

counted in the academic index.

As a response to open admissions, the college developed

a special grading policy which applied only to the freshman

year. Under this policy, grades of "D" or "F" were not counted

in the calculat on of the grade point average. The intent was

to provide a grace period during which students whose initial

work was poor would not be penalized. However, subsequent t_

the freshmen year the traditional A - F grading system applied.

Freshmen were given two semesters to establ sh themselves

scholast -ally. However, any freshman who had been in atten-

dance for two semesters, who had attempted twelve or more

credits, and who had not attai ed at least a 1.65 grade point

average, could be dropped from the college. Students who

completed between 28 and 60 credits had to maintain an average

of at least 1.75. After completing 61 credits the student

was thereafter required to maintain at least a 2.00 average.

Students who did not meet these requirements were subject to

probationary status. This meant that the student was put on

non-matriculated status and given a period of 30 credits in

which to bring his average up to the level required for rein-

statement. Under non-matriculated status, the student was

required to pay tuition.
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EVALUATIONS OF STUDENTS

AND PROGRAM PLANNING

Fall, 1970

All freshmen were called in during the month of June for

placement testing in English, Algebra, and a foreign Language

for those who wished to continue their high school foreign

language. The tests administered included the Cooperative

English Test (CET), a writing sample, and a specially prepared

9th grade algebra test.

Placement criteria were defined by each department offer-

ing remedial coursework, and programs were developed for

each student by one of the open admission coordinators. These

programs were mailed out during the summer and students then

had a chance to call in or come in to the college and discuss

their recommended programs with the coordinators. Registration

took place in September and while freshmen were supposed to

register only for the approved program this was not effectively

controlled. Placement in remedial courses did not prevent stu-

dents from taking regular college level courses.

The college offered remedial-compe satory work in English,

_ading, and Mathematics. Placement in remedial courses was

made mandatory by all departments. This was true all three

years
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The only criterion used for placement in the English

sequence was performance on the writing sample. Students

who needed extensive help (as evidenced by lack of organi-

zation, and massive errors in spelling grammatical agree-

ment sentence construction, and punctuation) were assigned

to the basic remedial writing course. Those students whose

ting was s mewhat weak; that is, showed a sense of organiza-

tion ar und a main idea (though organization might be weak and

content immature) but a substantial number of errors, were as-

signed to a two-semester sequence. This sequence closely par-

alleled the stands d English course. All papers were read by

a group of faculty members from the English department.

Placemen- n the two-semester reading sequence was based

on a student's score on the reading section of the Cooperative

English Test. The comprehension score (including both level

and speed of comprehension) was utilized i- determining place-

ment. Those students who scored below the 59th percentile on

both subscores were placed in the first level course, while

those ween the 60th-70th percentile on one subscore and under

the 59th: percentile on the other were placed in the upper course.

Any student who scored above the 70th percentile was exempt from

reading. These norms were based on a national college sample.
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_he a ios department offered several remedial and

compensatory courses. n_ -_-as based on a cominaticn

factors. These included OAT and SAT math scores, 9th

grade algebra test scores, High School math record, student

interest in mathematics, and counselor judgment. The main

distinction between the two remedial and several compensatory

course offerings was that compensatory courses closely paral-

lel, the standard mathe atics course. That ___, they were

the stret hed-out versions of a regular course.

The counseling staff conducted a large group c entation

session during which freshmen were given a brief introduction

to the college. In addition, members of the administrative

std f (such as --he Deans) spoke to freshmen enrolled in a

freshman orientation semin-- (described later) on e the semes-

ter began.

Faft, 1971

For the second open admissions class several changes

occur-ed in the prog/am planning process,
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udents came for placement testing in May and also met

ividually with a meMber of the counseling staff. This

the CLEP examination was r:Lso administered for possible

ad..ranced placement in english, mathematics, and natural sciences.

During this meeting students had the opportunity to ask

counselors questions about the ac '-ities and programs o fered

at the college. These meetings were pre-arranged. That

-tudents received a letter indica ing that an appointment

had been set-up with a specific counselor.

Several weeks later students returned a second

meeting with their counselors. At this time counselors had

the place ent test acores and high school records available.

Based on these data, a program was worked out with every stu-

dent. The actual registration took place In September and

counselors were available if any assist_ -as needed. Since

freshmen registered last, many non-remeL ourses for which

they had been counseled were closed. Thus, many registered

for courses not recommended by counselors. Moreover, there

was a shortage of remedial reading sections and many students

were unable to register. This had also occurred in 1970.
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ear th Division for S udent Develo-ment coordinated

freshman fair wh:, took pac eaolv in ane ll sernestei

The p,,,Irpose of the fair was to introduce new stud nts to the

activities and clubs offered by the college. It was an info

mal gatherinc held outdoors.

Fall 1972

For t_e third open admissions class, the basic change

that oc rred in the program planning process was that stu-

dents ,,ger 'et individually with counselors. Students

came for placement testing in May (the CLEP was not admini-

st and returned to meet with their counselors several

weeks iater. Each counselor was assigned to meet with about 15

udents Based on the!H: test results and high school recor s,

programs were made up for each student. There were also stu-

dent aides available to answer any questions that_ students

might have had. If necessary. students Iho wanted to speak

p. ately with a counselor were able to do so. The actual

registration took place in September and counselors were

available for a sistance. This year students who needed re-

-1 atic immediately ,:ced in the require courses.

/ever, there were still lems in registering for non-

edial courses they had been originally counseled to take.
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This year the col e e also introduced a compensatory

natural sci rice --urse on an experimental basis. The course

was designed specifically for students planning to major lfl

science, and placement was based on a combination of factors.

These inc1id hiah school --ience: grades, student interest

in sciences, standardi ed test scores placement in remedial

readlng or math, and counselor judgment. However, placement

was ;_)t. mandatory.

SU'PORT SERVICES, 1: STRUCTURE

OF REMEDIAL - COMPENSATOR1: WORK

Centralized versJs Decen tructulce

remelal and compe-.. '7!ourses offered at this

collegc were deceiltralized. That is, each academi dephi-t-

ment was responsible for providin- remediation. This was

tr-le all three years

Arels o Compensatory Work

1. En.lish. This college offered a basic remedial writing

course and a two-course sequence in comosition which closely

ralleled the standard English course. In order to satisfy the

278
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Eng ish requirement, a student had to pass either the t o-cDurse

sequence or the standard Enu sh course.

During the first two weeks of class students w ote an in-

ass essay and on this basis could be s 'fted t_ another level.

Those tudents placed in the basic course were inten-

ive train _g in grammar and syr_tax. Frequent writing practice

was nco1 raged. However, developed their own syllabi

led work on an individual basis.

Du _ng 1970 and 1971 this course met for three hours and

ca- ied no credit. However, in 1972 it met for five hours and

carried one edit.

Each instructor determined the studert's readiness for

either the standard English course the two-course sequence.

This evaluation was based on the student's Iting performance

throughout the semester. If a student did poo_ly, he had to re-

peat the basic course. If improvement was shown, he would be

p174.ced in the t course sequence or the standard course. No

leter grades were given in 1'170 = d 1971. However, beginning

in 1972 letter grades were
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The emphasis in the w-)-cou-se sequence was on paragraph

---elopment, sentence patterns and awareness of syntax, punc-

tuation, and basic essay writing. Frequent writing practice

was encourn:,ad. Often, reading ass .gnments (such as prose

essays, drama, and fiction) served as supportive teaching

devices. Facul v members developed their own syllabi.

The courses were not specifically geared for improvement

of writing in specific academic areas such as history, sociology

and the like The orientaLion was, therefore, generic.

The fi st course met for five hours and carried 1 1/2

the second met for four hours and also carried

1/2 credits. This was true all three year-

fa order to pass the first course the instructor took into

-.:cl,sideration the student's writing performance throughout the

te That is, students were evaluated on their ability to

write a well-orgailized esy wita a minimal amount of punctua-

tion and spelling errors, and frr of ;Ion-sentences. Letter

grades were given and a student who failed had to repeat the

course. If a student showed significant improvement, he could

receive three credits and skip the second cour e. Otherwise,

he went directly into the second course.
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Beginning in the Spring of 1971 the department set-up

ing Skills Center. A student in need _f additional help

was referred to the Center by the instructor. Each instruc-

tor filled out a referral form indicating areas of student

weakness. The Center was staffed by part-time faculty who

-ted student tutors assigned to the Center. They worked

with students on an individual basis (such as going over paper

and would periodically send progre _ _eports to their instruct

While attendance was not mandatory, students were strongly

urged to attend. Referals to the Center were mainly from the

basic t ng course. The Center was open four hou

During the fall cf 1972 there were approxtely 277 s

dents enrolled in 16 sections of the basic course. The first

course of the sequence had 471 students enrolled in 24 sect _ns,

while 110 students enrolled for the second course.

Both full-time and part-time faculty members taught the

basic remedial and compensatory courses. Some taught only

eshman English courses, whilr! i)thers taught more advanced

courses as well.
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Reading

Reading courses were offered by the Department of Academic

Development. This college offered a two-course sequence in

reading. The first course emphasized comprehension. vocabu ary

building and ,,tudy skills. It was designed for students with

severe reading problems and focused on improving bac read-

ing skills. Each instruct:J- de ,loped his or her own syllabus.

All students were expect,, to at least 50 pages a week.

The reading selec ions were nm- considered college-level

material, However, there was an a tempt to introduce readi

materials from the content areas,

_ second course the sequence placed emphasis on

rate f reading and the application of reading skills to ori-

cal and creative reading and thinking. Hopefully, the cours

:Ld increase the reading efficiency of the student to a level

ch wculd irsUre su'acesl. in college level reading tasks.

Students in tl'e second coursu participated in a laboratory

in order to improve their reading rate. A student spent two

hours in the reading lab each week. The resources available

the lab included the Zollowing: Lacers, controlled readers,

and various programmed materials. Since basic skills were

stressed in the first course, it was not lab oriented.
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At the completion of the semester, siudents in the course

took the alternat- form of the Cooperative Emdlish Test. Other

cr used in assessing a student's performance were td,_ fol-

1 mid-te -a and final teacher-p:epared exams, and class

assiqnments. 1- a student in the lower cow_se scored at or above

,h np :entile on the p2acement test, he was automati -11y

exempt fro- taking the upper course. Otherwise, he would gf:

to the upper course. The student who did not satisfy the other

lower course require ents had to ropeat the course. Students

the upper course who scored below the 70th percentile on

the placement exam and di.d not satisfy oler course require: nts

also had to repeat the course.

According to the Coox' ato of reading, approximately 10%

of students in the lower curse were exempted and another 10%

failed. Thus approximately 80% registered for the upper course.

Students in the lower course received either a pass or fail

grade, while letter grades were given in the upper course.

The 1 _e course ITI; tor four hours and carried no credit,

while the upper course carred one credit, with the excption

of the Fall, 1970 term. It also met for four hours.
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In the fall of 1970 there were 7 faculty members. However,

this number doubled after 3 ye_rs. That is, by spring of 1973

there were 10 full time and 5 cr 6 part-time faculty members.

The fulltime faculty held regular faculty lines. They all had

t least a Master's degree ( n English or educational psychology)

1,1any kinc towa d thei,- doctorate. Full-time faculty

taught 12 hours weekly and an additional 4 or -ore hours were

spent meeting with students. There were no tutors assigned to

the reading department and students were encouraged to see their

instructors. In the Fall of 1972 there were approximately 20

students per section in the lower course and 15 in the upper

course.

Mathematics

The mathematics department oft -ed two kinds of compensa ory

courses: basic courses and sretched out versions of regular

rses. Depending on their math backgrounds, students were

placed in one of several course offerings. In essence, there

were three co ensatory tracks: one for studPnts not planning

to major or take advanced work in science or math, a second

for students planni-g to go further in these areas, aild a

third for those planning t- be elementary school teachers.

The following d agram indicates th

28 4
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Analytic Geometry/Calculus

Int _ion to Statistics
Or Ail Others and Pt bability

Math w_th Algebra for Elementa
School Teachers

(_741e can see, all stu[Ats with -':y weak preparation

uld have the sam ;rtg point, but dopending

upon interests, they would move along different paths

order to sati fy college-wide math requirements.
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Generally, students placed in the lower remedial course

had -o_t completed more than 1 year ut academic high school

orlv on the math p.L ement and sta dardized

course covered elements of algebra and geometry

rs developecl their course structure during

Jears. In 1972 L ou of faculty members

;-:-:17.1on departmental syllabus. The basic teaching

orientation in al, sections was a traditional c assroom

lecture approach. Faculty used math textbooks for instruc-

tional purposes.

Tri order to evaluate the udent's progress, frequent

tests -nre administered throughout the semester. In additio-

each instructor prepared a final exa-ination. Based on the

student's total performance letter grades wtyce issued. If

!_ltudent received an F he was required to repeat the course.

In 1970 this course met for 6 hours and ca;:ried no credi

However, in 1971 and 1972 the cou-rse carried 1 U2 credits, It

contilued to .n,22t for 6 hours.

Students interested in taking advanced mathema ics and

science courses were placed in the upper remedial if

they did not take t nornetry ir high school and only coin-
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ple ed 1 , years of academic high school math. In addition,

they ci id poorly on the math placement and standardized exams.

The lower and upper basic remedial

sequential.

anc,

The upper cou

rses were no t ozmsidered

covered elements of algebra and tr _nometry

-nda - ma xtbooks were used. During tn first two

years instr ctors de-eloped their o n syllabus. However, in

1972 a g cup of faculty members developed a departmental syl-

1 Frequent tests and a teacher prepared final were

used to assess the -tudent's performance.

This course met for 4 tours and carried I credit all three

years. Students received letter grades, and those recei.vina

an F were required to repeat the course.

Upon completion of either the lower or upper remedial

ccurse, a student had several options avaiable which would

sa tisfy the college math requlrement. Those :z.tudents who

completed the lower remedial course and we- not planning to

majo_ in mathematic, science, or elementary school teaching

were advis-d to r gister for a two course stretched out

quence in prot, iiity and -tatistics combined with elements

of algebra and tr'gonometry.

28/
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This stretched out sequence met for 4 hours and carried

credits each term. Frequent tests and a final were given

assess the s

le re

dents' progress. In order tn sati f_ the

,nts

Another sequence was d__igned for sophomore students

planning to be elementary school eachers. This sequence

covered elements of algebra ancl, -odern mathemat_ s for the

elementary school teach It met for 4 hours and carried

credits each semester. Students had to complete the se-

. college req,_

In 1971 and 1972 the colle e offered a str-tched out

course pr mar ly designed for ma-1 and science majors.

r-lly, stulmts who had passed the upper remedial c urse

,red

ple

in,ladIng tr

the course. Those directly placed had

years of academi hi h school mathematics

This c(,urse covered elements of analytic geomet y and

ci2,1culus and met tor 5 hours and carried 4 cedits. The

only difference tween this couxse and the regular course

-t it met for an extra hour.

2 4 8
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From the outset of open admissions, faculty volunteers

were available to those students who wanted individual help.

Prior to 1972 there were no centralized facilities and each

semester different rooms were used for meeting purposes. In

1972 the math department set up a workshop which was staffed

by both faculty a d student tutors. Students came voluntarily

and received individualized tutoring. There were no special

resources available (such as programmed materials) in the

kshop. It was open 3 days a week.

In the fall of 1972 there were 267 students enrolled in

15 sections of the two basic remedial courses, with the ma-

jority en olled in the lower course. Approximately 175 stu-

dents received a passing grade (A-D) in these courses.

While all faculty members taught both remedial and

stretched out compensatory courses, those teaching the remedial

courses generally requested to do so. The math department

was composed primarily of full-time fa-uIty. However, some

part-time staff members were hired. This was true all three

years.
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Natural Science

In the fall of 1972 the Department of Natural Sciences

deve pped a compensatory course on an experimental basis,

designed ecifically for students planning to major in the

sciences.

The overall objective of this course was to teach

basic techniques which would be helpful to students in acquir-

ing the kno '-_elge of the natural science disciplines when they

enrolled as Major Therefore, the emphasis Was not to g_

knowledge of the fundamental ideas of chemi- _y, physics, etc.,

but rather to articulate and operate with the verbal and math -

e ical tools which w-re applied in those disciplines. In

short, students were provided with conceptu 1 rather than

a tual lab skills. More specifically, the objectives were aS

follows:

a. To learn the basic mather.aUcal operations of the

natural science disciplines.

To learn to apply some of the basic vocWoulary in

chemistry, physics, geology and biology.
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c% To be ome familiar some of the major disc_ e ies

the natural science discipli es.

To explore the hi to. y of ba ic ideas which are

common to the

-gy and mo ion.

105 discip.lincs; e g. mat er,

In order to meet these objectives a vari ty of materials

used; for example, teacher irepared materials (such as

sheets and readi-g selection filrro and demonstrations,

supp ies (such as graph paper, slide rule, trigonometry and

loge_ thm tables).

Students who n- ded addit onal help were either referred

or went on their own for tutoring ass stance. Both individual

and group tutoring was available,

In order to evaluate the st -ent°5 progress sever ._

types of tests were.. administered. At least 12 short qu zzes

were given throughout the semester, and 3 major exams, one

at the end=of each unit, were admin _trered. In addition,

instruct-rs made up a final. examination. Based on these

results, the student received a ass/fail gr-de. Those re-

ceiving an r were not required to repeat he course.

2 9 1
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There were 25 students enrolled per section, and 2 sections

were offer d in the fall of 1972. According to the instructor

of one section, 22 students passed. the -ourse. The course met

for 4 h...3u7s and carried 2 credits .

ncj

The tutoring service at -his ele was centralized.

That is, all tutoring activiti s were coordinated in one

office. This was true all three years.

Students in need of tu oring were either referred by

their instructor or came on their own. The tutor would

contact a student's instructor to find out his weaknesses,

and faculty were abl_ to contact the tutoring office to

find out _f the student was meeting with the tutor. How-

ever, attendance was voluntary and the student was generally

limited to 3 sessions for a given difficulty. Tutors did

ot function as peer counselors, but h lped students with

their clasq work.

Initially the college offered group tutoring (riwarily

cut down expenses). However, the focus in subsequent years

was on individuali ed assistance.
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Beginning in the Spr _g of 1971, workshops were developed

by various academic deparsments (such as english, math, science,

and other areas within liberal arts) , with tutors assisting in

these programs. They -ere not assigned to specific classes.

While department chairmen recommended students who wanted

to beco e tutors, the ultimate authority to hire them rested

with the tut- ing coordinator. Tutors worked only in ca pus

facilities ala were paid. In 1970 there were 50 registered

tutors. However, by 1972 the number increased to 125. Ini-

tially, many students felt that there was "stigma" attached

to seeing a tutor and were reluctant to go. The tutoring

service made an effort to overcome this fear.

All students were eligible for tutoring and those on pro-

bation or with incompletes were especially encouraged. During

the third year th se were 207 students registered with the tu-

toring service.

According to the Coordinator of the program, -here was

a definite need for he tutoring service. This was evidenced

by both the increased nuMber of tutors available and students

receiving assistance over the a year period. While no statis-

tical data were available, the coordinator felt that stude-ts

grades improved as a resul- of tutoring.

2 9 r
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-Assessment of RerrLediation

This college had not yet instituted resedh procedures

to assess the impact of remediation on student performance.

Howeir, faculty were asked to make their own assessment

remcial and compensatory coursework.

According to faculty members in the English department,

sophomcres appeared to be writing on lower level than when

open admissions fi st began. This was attributed to the fact

that the college was receiving a greater number of academically

underprepared students. Plans for the coming year included

expanding the facilities of the Writing Skills Center.

The Coordinator of the reading program felt that althou h

students' initial reactions to the program were negative, upon

completion they viewed it as. a beneficial and valuable experi-

ence. She attributed the initial negative response to the

fact that no credit was given for the lower course. However,

beginning in the fail of 1973 students were to receive I credit.

According to tile Chairman of the Mathematics department

the workShop program seemed to be getting "off the ground"

and more 1;tudents were seeking additional help. Faculty were
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encouraged when students began to look positively upon-the

courses and services available. Moreover, the department

was beginning to evaluate the i pact of remediation on stu-

ent performance.

Since the natural science course was offered f r the

first time in 1972, the Dean of the Natural Sciences felt

that it was too early to make an assessment. However, she

had received some positive feedback from faculty in the

regular science course who had students previously enro led

the compensatory course.

Adminis

SUPPORT SERVICES, 2: COUNSELING STRUCTURE

ative Locus of Counselin

The counseling service as part of the Division of Student

Deve opment and under the administra_ion of the Dean of Students.

This was true all three years.

_Counseling

1A2he counseling office provided all types of counselfng.

Th s included academic, therapeutic, career, financial aid,

293
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veterans, drug, and exit counseling.

Counseling Division of Labor

The division of labor at this college approximated the

g leralist mcdel. With the exceptiln of financial aid, career,

and student activities counselors, all others were considered

general counselors.

1. Medical versus Outreach. The orientation of the

counseling service at this college resembled what we have

described as the "outreach" model. That is, counselors were

contact with incoming freshman beginning with the initial

program planning and placement process (except in 1970) and

continuing throughout the freshman year (although the counselor

seen by a student initially was not necessarily the one who

would be the student s counselor later). They were responsible

for providing academic counseling, including advisement for

second semester registration. In addition, the counselor would

handle other problems that arose during the year.

2 9 6
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Morever, students in academic troub on probation

or dropped by the college) were advisei to see a counselor.

However, the primary way counselors saw students in academic

trouble was through self-referrals. Generally, these students

were upper--lassmen.

In an attempt to make themselves vis'ble the entire

student body, the c unseling office assigned a counselor to

sit in the cafeteria. The rationale was that students who

otherwi-e might not go to the counseling service, would seek

out advice from the "counselor-at-large."

Another source of re e -al was through faculty members.

Instructors sent counselors a letter regarding any academic

or behavior probl_ s that they encountered with students.

2. Eyaclic versus.roup Counseling. The focus of the

freshman counseling program centered on the freshman seminar.

The aim of the seminar was to orient the student to the col-

lege environment. Furthermore, it was an attempt to build

the relationship between the students and their counselors

and provided an opportunity for the students to discuss those

issues which were of concern to them. Several topics were

dealt with in the seminar. These included career choices,

7
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study skills, emotional development (such as loneliness, pro-

blems of identity), social development (such as rel tionship

h peers, attitudes toward authority ) , and the self and

society.

These seminars were conducted by members of the counsel-

g staff. Typically, each counselor was assigned 3 sections,

and there were 20 students per class. In 1970 the seminar was

required of all freshmen and carried no credit. However,

1971 and 1972 one credit was given. During 1971 all fresh-

men were required to enroll. H wever, 1972 it was not

mandatory. This change occurred because the counseling ser-

vice had no new counselor lines. Approximately 1/2 of the

entering freshman class enrolled for the senl_nar in 1972.

addit _n to the seminar, the counseling service pro-

vided informal group counseling which evolved out of counselor

and student interests. For example, group sessions focused

on drug or alcohol-related problems. During the first 3 years

this type of counseling was done on a limited basis. However,

the fall of 1973 it was greatly expanded.

298
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while the major focus of freshman counseling cen_e ed

around the seminar, counselors were available for individue

assistance.

3. Mandatory versus Volun - Counselor St-dent

Interaction. During the first semester freshmer were assigned

to the seminar, thus =ssuring frequent contact with the counse-

lor. Upon completion, the student was expected to periodically

contact his counselor. However, this was not mandatory.

Those students not assigned t- the seminar received a

letter from the coureling service inviting them to come in.

However, the list of student- not enrolled in the semim. did

come out till the end of the semester. Thus, these stu-

dents were not contacted till the end of the term. As a result,

many students received no counseling assistance.

4. Th a- eutic versus Socializati n Goals. a pri ary
objective of the counseling service was to socialize the stu-

dent into learning how to cope with the college environment.

In essence, counselors hoped to interest a student to remain

in college. According to the Dean -f Students the counseling

service emphasized the "consultative" model. That is, counse-

lors did not concentr: e on psychotherapy, although there were

299
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3 counselors who pro- ided psychological counseling. Students

with severe problems were referred to outside agencies.

5. Peer Counseling. Students assisted counselors during

registration in 1972, and ran the freshmen fair in 1971 and 1972.

In additinn, the counseling office started a peer information

-vice in 1972. otudents ran a booth in one of the buildings

and students could come if they had a particu ar problem (such

as job, health, etc.). According to the Dean of Students, the

am was not successful. He felt that students were not

sufficiently trained to give advice and he did not believe that

peer counseling served a use ul fun tion.

Caselo-d Definition

The counselors' caseload consist d of those students

ass g,ed to their seminar. Moreover, counselors were respon-

sib for these students throughout their frshman year.

In addition, incoming students who bad decided on a major

were assigned to a faculty advisor. The counseling office was

responsible for giving their names to the academic department

chair en, and it was up to them to give advisement assign ents

to the faculty. However, during the freshman year most s u-

300
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dents went to their counselors for academic counseling.

Typically, each counselor was responsible for about 100

freshmen. However, this figure increased if one included the

entire student body. In essence, the Counseling program was

geared toward entering freshman. Counselors kept records re-

garding whether or not students kept appointments and the

nature of the problem.

Counselpr-Faculty_Relationship

As indicated previously, faculty members would make

referrals to the counseling office. In turn, "liaison"

counselors often met with faculty when a student was refer ed.

A letter was sent to the faculty member after the counselor

met with the student.

The other aspect of the counselor-faculty relationship

ecincerned the role of the counselor in relation to the Com-

tee on Academic Standing. A member of the counseling

aff sat on the Committee for Academic Standards and could

intervene on the students behalf.
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ou-d Lnd Evaluation or Counsel

The background of counselors was primarily in the human

relations disciplines (such as social work, counseling psy-

chology, clin. cal psychology, etc). All were required to

have at least. a Master's degree, and emphasis was placed on

the Doctorate. There were an equal number of male and females,

and a small number of minority group counselors. With the

exception of the financial aid counselors who occUpied admini-

rative lines, all others were on faculty lines.

In 1970 the college was allotted a large number of new

counselor lines. The number of counselors was 21. This in-

luded all types of counselors. Only one new line was added

subsequently. Initially, 7-8 counselors were assigned to the

freshman program However, this increased in subsequent year_

During their first month on staff all counselors were

assigned to a supervisor, with whom they met on a weekly

basis. Afterwards, depending on their background and experi

ence they were on their own, although periodic contac s with

supervisors was maintained. Evaluations were based ot super -

visory reports, student input, and perLrmance in the frr h-

man seminar.
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ouriselin. Effectiveness

According to the Dean of Students, _he counseling program

had made some impact. While no hard data were yet available,,

an informal survey of students conducted in the fall of 1173

revealee that 92% rated-counselors from moderately to extremely

helpful. There were plans to compare students in the freshman

seminar with those not enrolled in the seminar.

GRAIG SYSTEM AND RETENTION STANDARDS

The basic grading system followed the A - F pattern. How-

ever, a grade of "X" was given to students who failed an intro-

ductory level course. This grade was computed as a "D" in the

student's academic index. When the failed course or its equiv-

alent was passed, the X was deleted and the new grade computed

in the student's index. The X grade could be applied only for

students who had completed less than 28 credits. Non-credit

courses (such as remedial courses) were graded on either a "Pass"

or N t Passed" basis. These two grades were not computed in the

academic index.

Students could not be dismissed fo- academic reasons before

the end of the third semester. Decisions regarding academic pro-

bat on and dismissal were based upon two criteria: the academic

index, and the rate of credit accumulation. Students -ere sup-

3 0 3
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posed to have earned at least three credits by the end of the

first semester, nine at the end of the second, 20 by the end oi-

the third, and 32 by the end of the fourth. If progress fell be-

low these standards, the student was subject to probation. Stu-

dents risked dismissal if they had earned less than sixteen credits

after the third semester, and less than twenty-six by the ei of

the fourth.

While a C average was necessary to qualify for graduation,

the college's sliding scale requirements were fairly liberal.

After the completion of 80 credits, the student was expected to

approximate a C average.

Studen s could n_t be dismissed unless they had been on pro-

bation du ing the previous semester. That is,:dismissal was a

two stage process.



CHAPTER 11
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El WATION OP STUDENTS AND PROGRAM PLANNING

Fall 1970

Duriilg the month of May all incoming students took an

extensive battery of tests. All were required to take ex-

aminations in written Englishv reading, and speech. Addi-

tionally, dependent upon their curriculum objectives, stu-

dents were required to take exams in foreign languages,

chemistry, typing, shorthand, and spatial relations. In

place of a math examination, students met with a member of

the math faculty. Testing sessions wdre run in such a way

that students were scheduled by curriculum. This was done

because students in each curriculum took a slightly dif-

_rent set of tests. The Department of Student Personnel

s respOnsible for administering the. tests. However, each

depextment prepared the exam and set guidelines for place-

ment.

Prior to the beginning of classes, students received

registration materials, tests results, and financial aid

material. They were told to report to a specific room at

a specific hour. At this time students met with a counselor

for a 15 minute program plar,,i,ng conference. The counselor

had avai able a computer printout of the students' test
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scores. Based upon the results and a student's exp essed

interests, a program was made up. Typically, the student

registered for about 14 creditss distributed over 4-5

courses. Registration by curriculum was completed that day.

Students in need of financial aid were referred to the

financial aid office. Counselors w-re responsible for ad-

vising all incoming freshmen. Prior to open admissions,

faculty were responsible for advising all students.

The college offered remedial work in english, mathe-

matics, and reading. In addition, several academic de-

partments. offered compensatory work in their entry level

courses. These included chemistry, physics, engineering

technology, secretarial studies, and speech.

lacement in the basic skills courses was mandatory

if a student WAS defined as in need of remediation. Place-

ment in the departmental compensatory courses was not

necessarily required, and placement criteria varied from

department to department.

English placement was based on a brief writing sample

of 100-150 words. Students were given approximately 20

minutes to wrie a paragraph from a choice of 6 topics.
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The papers were reviewed by. members- of the English depart-

ment, and those students who Were judgeddeficiexc in some

areas of writing (such as seni,ance structure, organization,

etc.) were placed in the remedial writing course.

Piac k*- n the two remedial math courses was depen-

dent upon students high schobl math background, career

goals, and an interview with a member of the math faculty.

This was true for all students except those in nursing.

In anticipation of open admissions the college established

a Department of Special Educational Services which set up a

remedial reading and study skills program. The Nelson-Denny

Reading test was administexed to determine placement. Students

who received a raw score of below 60 (11.6 grade level equiva-

lent) were required to enroll. The Nelson-Denny measured vo-

cabulary and cbmprehension and was used as a screening rather

than diagnostic test.

Students at_ ded a pre-se ester orientation session

and were briefed on the college and its services. They

also had the opportunity to meet with other -tudents at an

informal reception and speak with faculty members in the

curriculum area of their choice.
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Fall 1971

F-- the second open admissions class there were some

changes in the program planning process.

This year incoming students came to the college for

placement testing in May and returned several weeks later

for early registration in contrast to the previous year

when they registered in September. Students reported by

curriculum and came in groups of 20-25. The counselor had

available a computer printout of the students' t st results.

Students were then seen individually by the counselor, who

employed the placement scores ehigh school profile and in-

d_vidual discussion t_ plan the prog_am.

This year the college organized a Spring orientation

sessiOn. However, students were required to pay a fee

in order to participate. Because of this fee there was a

poor show rate. The college did conduct a series of brief

orientation ses ions prior to the beginning of classes.
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Fall _1972

There were some changes in the program planning and

placement process for the third open admissions class.

This year all incoming students received a letter

from the Department -f Student Development "strongly ur--

ing" them to come in for a pre-placement orientation

session. Students with similar curriculum interests

were brought t- the college in groups of 25-30, where

they were informed of the routines, procedures, and

expectations of the college. The registration process,

financial aid and program planning procedures 4ere ex-

plained. Perhaps the most important aspect of these

sessions was to prepare the student for placement testing

by emphasizing that the purpose of placement tests

was to find out what level of work the Student should

begin with in order to succeed at the college. These

sessions occurred at the end of April a d in early Ma-.
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All students returned for placement testing which

occur ed in May As in previous years, testing sessions

were scheduled by curriculum.

This year the Math department prepared a special exam

for nursing students. Depending on their score, nursing

students were placed in either the remedial math courses

or a newly developed math course for nursing students.

In addition, the Department of Special Education

Se v ces offered a course for non-English speaking students.

Students were required to register on the basis of their

scores on the Michigan Te t of Language Proficiency.

T-°- year the college received several hundred late

allocations. Many students thus registered without follo

ing the:normal pre-orientation-advisement-registration

process. These late allocations caused a sizeable problem

-for the counseling department. However, the college was

able to offer sufficient sections of remedial courses for

both the regular and late registered students.
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SUPPORT SERVICES STRUCTURE OF REMEDIA OMPENSATORY WORK

Corppensatory Structure

The remedial-compensatory program at this college was

decentralized. That is, each academic department was re-

sponsible for pro iding remediation. This was true for all

three years.

Areas of Compensatoorkr
_

1. Eng1isI

This college offered a one-se em-dial writing

course which carried no credit and met for 4 hours. This

was true for all three years.

The course consisted of a review and practice of basic

grammar, style and usage which would enable students

reach college level written comp,-)sitions. Faculty mem-

bers utilized a variety of teaching approaches. However

frequent writing practice was encouraged and students

wrote at least 20 papers per term.
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Efforts were made by some instructors to experiment

w th innovative teaching approaches. For example, the

"counselor in-the-classroom" approach was begun on an

experimental basis in 1971. This task involved the

student teacher, and counselor with attention focussed

on the learning process within a classroom stru ture. Each

section set up its own model, goals, purposes and means of

evaluation. In one section, the counselor attended all

class sessions and participated freely in discussions.

Both the counselor and instructor agreed that their goal

was to help students in whatever areas needed attetnion

so that writing skills could he improved. The emphasis

was on creating a classroom climate which would be com-

fortable, supportive and encouraging to the students.

In 1972 a team teaching approach was tried in one

section. Two instructors shared the responsibility for

teaching a section composed of 15 students.

Beg nning in 1970 the English department set up a

ting Lab. The lab was staffed by student tutors who

w re either hired directly by the department or were

a-signed to the lab by the tutorial service. No faculty
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members were involved with the Lab. Attendance was

voluntary and usually the highly motivated students

attended. Typically, students would go over their old

papers-with the tutors. In addition, faculty members

could request that a tut-r be assigned to their clais.

It was up to the instructor to assign work to the tuto-

At the end of the term all students took a final

proficiency exam prepared by the department. The exam

was similar to the initial placement test (an essay)

and it was graded by the instructor and one other faculty

member. In order to pass the course the student had

to receive a passing grade from both. Those who failed

were required to repeat the course. Those who passed

went into the regular freshman composition course. In

so e cases, students who showed a great deal of progress

by mid-term could take an exam which would exempt them

from the regular English course. Those who passed auto-

matically received credit for that course.

During the Spring of 1973 there wre 48 sections

comprised of 15 students. In previous t nms the maximum

class size was 25.
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All full-time faculty members were required to teach

either the re edial or regular freshman composition course.

Some instructors on staff for several years preferred not

to teach the remedial course. However, all newcomers were

required to do so. In addition, the department hired part-

time faculty to teach the remedial sections.

Mathematie

The Math department offered two remedial non-credit

courses which met for 5 hours. This was true all three

years. In 1972 a special math course was developed for

nursing students and given by the nursing department.

The two math courses were not considered sequential.

The first course consisted of arithmetic operations

on fractions and decimals topics in elementary algebra

including solving equations, signed nutbers, the linear

function, sets of linear equations, and topics in plane

geometry including congruence, similarity, parallelism,

and classification and properties of polygons. The seco d

cour e consisted of topics in intermediate algebra

eluding complex numbers, linear and quadratic equations,

inequalities and logarithms. there were also topics in

trigonmetry.
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Faculty in both courses used a standard textbook

and followed similar course outlines.

Beginning in 1972 the depa ent began to experiment

a modular system. Some sections of the first course

utilized the modular approach and the semester's work was

divided into four segments of three and o e-half weeks

each.

The math department set up a Math Lab in 1970. Atten-

dance was voluntary. Each time students came they filled

out an -ttendance form which was also si-ned by the tutor.

Students were encouraged to see the same tutor throughout

the term. Often, students would go to the lab to do home-

work. There were also resource materials available such

as cassettes and audio-visual materials. The lab WAS staffed

by 3 full-time instructors, graduate students, and student

tutors. During 1972 it was open on a daily basis, plus two

evenings.

In order to evaluate student progress instructors

made up their own final exam. Generally, students were

frequently informed of their progress throughout the

semester. For example, one instructor collected home-
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work daily. While there was no uniform teaching approach,

the emphasis in all sections was on class participaLion.

The final grade depended on performance on the final exam.

In the modular sections the student had to pass an ex

to complete the module.

Students who failed the lower course were required to

repeat it. The upper course was only required of those in

certa n curricular area- such as electrical technology,

medical lab technology, and the like. St' I nts placed in

remediation were not allowed to register for any regular

math course unless they had passed the remedial course.

At the first me ting of evsry math class students

were asked to fill out a form entering all information

describing their math record at the college as well as

their high school. This was done in order to assure that

students had been properly pladed.

During the fall of 1972 there were 22 sections of

the --st course and 16 sections of the second course.

Each section consisted of approximately 25 students.
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All faculty members taught the remedial as well as

advanced sections. In 1972 there were 30 full-time staff

members in the devartment.

Re_La.dind

The reading and study skill course was offered bv

the Department of Special Educational Services and de-

signed to assist students in the following areas: reading,

study skills and textbook techniques. Emphasis was placed

on vocabulary building and comprehension.

In the fall of 1972 students were assigned to- sections

d pending on their reading test score. Those who received

a raw score of 39 or below roughly 8.9 grade level equiva-

lent) were placed in the lower sections, while all others

were assigned to more advan ed sections. The emphasis in

the lower sections was on basic rudimentary skills (such

as phonetics and sentence structure) and pre-college level

reading _aterial was used for instructional purposes. Em-

phasis in the upper sections was on advanced reading and

study skill- and college-level material was used.
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There was no uniform teaching approach and faculty were

ourag "to do their own thing. However, the emphasis

was on an individualized approach paced to student learning.

Often, instructors ould utilize group techniques, ard classes

would be broken , own into small groups.

The depar ment set up a Reading Workshop in the fall of

1971. Student tuto,-s were assigned to the workshop and atten-

dance was on a voluntary basis. There were also resource ma-

terials ( u h as tapes) available. Moreover, in the sp:ing

of 1973 some instructors requested assignment of a tutor to

their classroom.

In order -o evaluate &student's progress, the Nelson-

Denny was readministered at the end of the term. In addition,

the faculty made up a Mastery test consisting of college-level

material. Students who failed the Mastery test but passed

the Nelson-Denny (raw score of 60 or abovl could still pass

the course with a C grade. Some students who failed both

tests could still have passed, if, in the instructor's judg-

ment was appropriate. If a student failed he was re-

quired to repeat it.



-302-

The course carried no credit and met for 3 hours,. This

was true for all three years.

During the fall of 1971 the average class size was 20.

However, in 1972 it -as reduced to 15 There were approxi-

mately 70 sections in the fall of 1972.

The department had 10 full-time faculty Members and

10 pa e adjuncts in the fall of 1972.

4. Eng ish as a Second Langua

In 1972 the Department of Special Educational Services

ered an ESL course for students whose native language

was not English. The course met for 4 hours (2 class and

2 lab hours) and car ied 3 credits.

Stude ts were assigned to secti ns depending on their

scores on the placement test. Those with scores below 70%

were placed in the lower level sections while those who

scored between 71%-85% were placed in the higher sections.
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The emphasis of the course Wa on development of English

lan u ge skills. Stress was placed on grammatical structures,

pronunciation, conversation, reading for comprehension and

interpretaion, dictation and compositi

In r e fall of 1972 there w r- approximately 150 s u-

dents enrolled in 10 sectio

Tuto

The Department of Special Educational Services set up

a tutoring program during the first year. It was reported

that this program was not well organized. However, in the

second year a federal grant was received for the purpse

of developing a tutorial structure. With the.se funds tutors

were hired by the department, although recommendations were

often made by chairmen from the academic departments. Tu-

tors were either students at the college or came from other

schools. The tutorial service provided tutors in any content

area. If none were available in a particular area, the service

would ask the academic department to recommend someone.

Generally, students would come on their own to the tutorial

service. Moreover, tutors -ere assigned to the workshop

programs.
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second year there w: e approximately

0 tutors, who served more than. 1,000 students in nearly

all subject areas. While the Department of Special Educa-

tional Services was largely responsible for coordination

of the tutorial program, where funds were available, ea h

academic department could hire its own tutors.

Self-Assess en Rerredia

Du ing the first three years of open admis6ions this

college had not instituted college-wide research procedures

to assess the impact of remediation on various student out-

comes. However, the college set up a Task Force on Remedia-

tion. At the end of the second year, it offered a series

of _mendations on the overall remedial effort made by

the college. One recommendation was that the college should

more syste-a ically evaluate its programs.

At least one department offering remediation began to

assess its program in 1971. The Reading and Study Skills

program mounted a study to investigate various relationships

between grades in the reading course and subsequent achieve-

ment in the regular English composition and history courses.
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indicated only a slight positive relationship be-

tween the final grade in the reading course and the final

_he English course. About three-fourths of the

students who passed the reading course with at least a grade

also earned at 1Past a C in the Eng ish course.

There was also a positive relationship between grades in

the read ng course and grades in the History course. How-

ever, the proportion of students obtaining At least a C in

the latter -as rather low. Inasmuch as no control group was

used, it is difficult to interpret thse observed relation-

shi- an effect of the reading course experience.

According to the Chairman of the Department of Special

Educational Services a new evaluation was planned for Fall

1973.

While no statistical data were available, several

faculty -embers in the English department felt that the

remedial program was not working as well as they had or

ginally hoped. Many students did poorly in the regular

freshman composition course. Faculty expre-sed the feeling

that it was harder to recognize weaknesses in English and

the teacher was often blamed if there was no improvement.
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At the same time, many facu tv members overemphasized

grammar. Those in,.erriewed felt that it was necessary for

instructors to become more innovative and c _tive in their

-roach to teaching the remedial -,,ctions. FurtheLlaore,

facu ,=y ind -r_ted some conflict concerning the need to rain-

tain high academic standa_ds, on the one hand, and subtle

pressures on the other to lower standards rather than have

too many failures.

Several changes were being planned for the fourth year.

In addition to reducing class size (from 25 to 15) , sections

would be stratified according to skill level. Furthermore,

greater emphasis would be placed on lab work.

According to the Acting Chairman of the Math Department,

there was some pressure by the administration to give credit

for the two remedial courses. He felt that more time with

students was needed and hoped that the number of contact

hours would be increased. Plans for the fourth year -ere

for more modular sections.
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SUPPORT SERVICES, 2: COUNSELING STRUCTURE

C S of Counselin

Depart: nt of Student Personnel was responsible

for counseling at this college. This off _e was admini-

ered by the Dean f Students since 1970.

Types of Couns_e_LLaa

The fundamental responsibility of the counseling

o __ce was to provide academic advisement. However,

all types of counseling services were offered. Prior

to open admissions academie counseling was provided

by fa ulty advisors and counselors were prim tly re-

sponsible for psychological-counseling.

The Couns- in son of LabOr

The counselors at this college were generalists,

although each had interests and training in specific

areas. I- 1970 there was some division of labor (se-

parate financial aid counselors), but in subsequent

years all counselors began to assume general counseling
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responsibilities. Thus, the counseling office shifted

toward the more general model over the three year period.

stIltLaLJaaa2211/21

Medical versus Outr ach. The counseling orien-

t= ion at this college resembled what has been described.

as th "outreach" model. That is, counselors were ex-

pected to periodically contact students by letter and

telephone in order to disL ss possible problems and get

some idea of their academic progress as well as social

adjustment. This approach was adopted all three years.

In effect, a students first contact with a :nember

the counseling staff cam_ during the initial program

planning process and was maintained throughout the col-

lege career (although not necessarily with the same

counselor).

2. Mandator versus Vo untar, Coupselor7Student

Ihteraction. During the first year of open admissions

incoming students were expected to see a counselor four

ti .es during the first semester. Those who did not come

326



-309-

in were contacted by their counselor. During the second

year -tudents w--e assigned to group sessions. However,

attendance was n a voluntary basis. By the third year,

rreshmen were required to -ttend these essions. Thus,

over the thrpe year period contact between the counselor

and student became more routinized and had a mandatory

aspect, alt ough there were no sanctions if the student

did not comply.

While counselor approval was necessary for second

semester registration, in some cases students were able

to get by -ith only the approval of a faculty member.

3. Dyadic versus Group Coupselingi. During the

first year of open admissions the main thrust of the

counseling office was on one-to-one counseling. How-

ever, because of the large increase in students, a new

pr-gram was instituted beginn ng in 1971.

All entering freshmen were urged to enroll in a

6 week orientation and counseling group. These groups

were organized by curriculum and met for one hour Weekly.

Each group was made up of 20-25 students. No credit was

given. The primary aim was to _ ient students to college
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life. The major theme was on academic sur ival. The

ses :ions covered a broad range of topics. These included

the followi g: general introd- :tion and overview of the

college; curric- lum requirements and their relationship

to career als; student act_vities Its philosophy

and implications for students; academic rules and regu-

lations; registration procedures; and an open discussion

designed to explore and stimulate personal potentials.

In 1972 the only change that occurred was that all fresh-

men were required to enroll.

A group approach was selected not only because of the

large number of students but also because it was considered

a good vehicle for involving students with _ther students

and with the college. It was felt that sharing questions

and answers and "exploring" the institution together lessened

the students sense of insecurity, and aided in freeing them

for more productive study.

After co_pletion of the group sessions counselors were

available to those students who wanted to continue seeing

them. At the same time counselors were expected to indi-

vidually contact freshman students. The counselor assigned

to the groups continued as the personal and academic counse-

lor for students in that group.
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4. Thera eutic versus Socia iza_.on Goals. The pri-

mary goal of the counseling service at this college was to

orient students to college life to lelp them survive.

While academic advising was the fundamental responsi-

bility, counselors did branch out into other areas. The

college setup counselor teams (such as psychological

services, vocational etc.) and students with problems in

those areas were referred to the team. Each team was made

up of about 6 counselors who were assigned according to

their specific curricular interests and expertise. Coun-

selors in teams met regularly to discuss their caseload.

This approach was followed since 1970.

5. Peer Counseling. According to one administrator,

peer counseling did not work on the community college level

and had not been used.

Caseload Definition

The counselors' caseload at this college was assigned

by curriculum and students and counselors were matched

randomly.
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Generally, each counselor as assigned 120 inc ming

students. However, the actual caseload was much higher

since they were responsible for the same students in their

second year as well. In effect' the "real" student-counselor

ratio was about 250-300:1. The counseling service was

ut lized by 75-80% of the students. It was reported that

se ond year students used counselors more than first year

students.

Each counselor kept a record of any appointment made

with a student. This procedure was known as the Counselor

Cumulative Data Report. In this report, counselors noted

the reason for the appointment and the nature of the pro-

blem.

Students w -e assigned to a counselor at the beginning

of the term and were able to change counselors if they

wished. One administrator felt that students did not

.

really care about the sex, race, and ethnic origin of

their counselor.

Although the students' first contact with a counselor

came during the initial program planning process this

counselor was not necessarily the same one to whom he

was later assigned.
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Counselor-Faculty Relationships.

The faculty at this college did not refer students

to the counseling office. This was attributed to the

basically "conservative" nature of faculty members.

One member of the counseling staff sat on the Com-

mittee on Academic Standing and made contact with those

students who lost their matriculation or were being

considered for academic dismissal. Students had the

right to appeal their case. In addition, interviews

were scheduled to plan possible alternatives. The

college was linked with the New York State Employment

Service. In this way, "exit" counseling was another

service provided by the counseling office.

Background and Evaluation
_

Counselors

Prior to open admissions the counseling service

was made up of a small group of psychological counse-

lors, who were not responsible for academic advising.

in 1970 the counseling service received several new

lines and hired individuals from a variety of back-

grounds. These included social workers, guidance and

vocational counselors, and those with training in stu-
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dent personnel. All those hired had at least a Master's

degree. Such factors as race and sex were also taken

into consideration. Counselors occupied faculty lines

and rank depended on background.

Initially, many old counselors were reluctant to

become academic advisors. However, they eventually

moved into the mainstream and assumed general counseling

responsibilities.

In 1970 there were approximately 18 counselors. How-

ever, this number doubled in 1971. Additional lines were

cr-ated in 1972.

Counselors were evaluated by their supervisors,through

two yearly observations. In addition, student data on

counselor effectiveness was alsO used.

Self-Assessments of Counsel±ngEffectivene

This college had not yet instituted research procedures

to assess the impact of counseling services on various student

ou _comes. One administrator felt that the group sessions
_
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made students more aware of the counseling service and

response to the program seemed positive. Initially, many

students were reluctant to utilize the counseling service.

GRADING SYSTEM AND RETENTION STANDARDS

The basic A - F grading system was used at this college.

In non-credit remedial courses, a grade of R (repeat) could

be given. The college had a liberal policy (beginning in

fall, 1971) regarding withdrawal from courses. Students

could withdraw without penalty anytime through the 12th

week of a semester.

Students were not dismissed from college until a

they had attempted 23.5 credits. Students who earned a

grade point average of less than 1.50 after attempting 11.5

c-edits could, however, be placed on a limited program-

(e.g., reduced credit load and/or debarrment from, certain

courses). Li:- ted programs could be assigned also to

students whose averages were less than 1.67 after attempt-

ing 12 to 23.5 credits. After this point students could

lose matriculated status if minimum averages were n t

maintained. The minimum averages were as follows:

tween 24 and 37.5 credits, 1.54 between 38 and 51.5

credits, 1. between 52 and 6 -5 credits, 1.87; after

64 credits, 1.95.
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EVALUATION OFSTUDENTS AND PROGRAM PIJ -NING

pack:rgund

This college was originated to serve the needs of a highly

disadvantaged minority group population in the surrounding com

munity. This population consisted predominantly of Hispanic and

Black students of low socio-economic status. The college began

th an innovative educational philosophy and structure. This

will be described in a subsequent section.

The first two years of the college's existence were marked

by turbulent political -conflict which resulted in heavy staff

turnover. Over this period there were three Presidents. Turn-

over was even greater in other key administrative posts. In ad-

dition many critical support facilities were either non-existent

(e'.g., a functional computer operation for administrative and

instructional purposes) or seriously inadequate by almost any

criteria. However, by the third year (1972-73) administrative

stability and implementation of the educational philosophy began

to emerge.

Procedures

During the first two years of open admissions, students

were invited to the college for counseling and orientation.

These were held in August. Each counselor met with a small
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group of students (approximately 15) for an hour's orientation

and individual program planning. Some faculty also participated

in program planning. No formal testing procedures were conducted,

and students generally registered for courses th y wanted to take.

A large group orientation wa held prior to the opening of classes.

This was primarily intended to introduce students to various members of

the administration, who provided them wi h a description of serv-

ices available and a further explanation of the college's ap-

proach to learning. In 1970, approximately ninety percent of

the freshmen attended.

Beginning in 1972 the college set-up formal testing pro-

cedures. Each department was made responsible for formulating

testing and guidelines procedures.

All incoming students took the California Achievement Test

(CAT). Those who indicated on a written questionnaire that their

language background was other than English took the Comprehensive

English. Language Test (CELT). Students who were reading below the

10th grade reading level (based on CAT) were placed in the newly

developed compensatory program called LIBRA. In addition, a writing

sample was administered. Students chose from one of five composition

topics. A student who had a borderline reading score (9th grade

reading level) but demonstrated competency in writing was exempt from

LIBRA. Those unable to write coherently, regardless of reading score,

were placed in the LIBRA program In general, there was a high
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correlation between reading level and writing competency. Al-

though LIBRA placement was mandatory, we were informed that it

was possible for students to slip by and register for the reg-

ular English course. Students in LIBRA were allowed to take no

more than one of the regular academic offerings.

The Mathematics department constructed a placement test

which relied heavily on material contained in the Arithmetic

Skills Kit produced by Science Research Associates. Students

were tested in areas such as fractions, whole numbers, decimals,

percents, and proportions. If a student passed two of three prob-

lems in each area, it was decided that no remediation was necessary.

However, each academic department was allowed to review the test

results in order to determine whether or not students entering a

particular career area were in need of remediation. According to

the Chairman of the Math department this was done very haphazardly.

Depending on curricular interest, a student needing remediation was

placed in one of three sequences. This included a remedial sequence

for nursing, one for science, and one for liberal arts students.

Only nursing and science students were required to take the course.

In fact, those in liberal arts were not required to take the place-

ment test and would be advised to register by a member of the math

faculty, if necessary (There was a Math requirement for graduation

and Liberal Arts students in regular math courses who seemed un-

prepared, could be advised to take the compensatory work).
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SUPPORT SERVICES, I: STR CTURE OF REM DIAL-COMPENSATORY WORK

This college was committed to carrying out its educational

objectives through a "systems approach" which had as its basic

premise the assumption that almost every student could mas

given area of knowledge and/or skills provided that there was flex-

ibility in time and methods. This approach required that all tasks

be analyzed and explicity defined as a seri s of performance-oriented

statements, called performance objectives. Related performance ob-

jectives were grouped together into small units of instruction called

_

milestones. Groups of related milestones constituted modules, the

unit of instruction for which students registered and received credit.

In short, semester or semester-length courses did not e ist a_d it

was expected that the average student would complete a module in

6 or 7 weeks. The normal college semester consisted of two "cycles."

This college initially rejected the concept of remediation.

A "learner" began with milestone 1 of a given module and worked at

t until he had demonstrated mastery over it; then he moved on to

milestone 2, and so on. Every module in every program had basic

introductory milestones which superceded remediation (and removed

the stigma of being labelled deficient). Learners worked at

their own pace and were not affected by the progress of others.

An important aspect of the systems approach was the in-

tention to develop alternate models of instruction. Some of
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the approaches included work experience, programmed instruc-

tion, films, audio tapes, television, and computer-assisted

instruction. In addition, tutorials, seminars and lectures

were used.

The procedure for the evaluation of a student's achievement

was another aspect of the systems approach. A performance level

was established for a series of objectives and a student was re-

quired to demonstrate mastery over each objective. Students were

permitted to take a re-test without penalty (within reasonable

limits) until the desired level of performance was achieved. Tra-

ditional grades were not used. A student received credit whenever

he demonstrated that he had achieved the objectives of a module.

As noted earlier, during the first year of open admissions

the college was plagued by political conflicts, administrative

turnover, and very serious inadequacies of physical and related

facilities. In 1971 a new President was appointed, and the sec-

ond year was devoted to developing a more orderly environment so

that the educational mission of the college could be implemented.

while the modular approach remained the central educational fea-

ture, the third year did see the implementation of a more explicit

remedial effort.

Centralized versus Decentralized Com nsa_o Structure

The pri ary remedial effort beginning in 1972 was the so-

called LIBRA program which was administered by the English De-
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par ment. Other departments contributed personnel and content

for the progra . Mathematics remediation was, from the outset,

under the aegis of the Mathematics department. Thus, all com-

m _ication skills were centralized under LIBRA, while quantita-

tive skills remained separate. Compared with other colleges the

effort at this college approximated the centralized model (in 1972),

but not to the same degree as at certain other campuses (notably,

New York City Community College).

Areas_21C2112222A2Ezjialt_

1. LIBRA Program. The primary purpose of the program was_

to provide students with the reading and writing skills which would

enable them to succeed in regular college courses and in later life.

The program was two cycles (one semester) in duration.

Emphasis was placed on communication of various kinds--

reading, writing, speak ng, listening--within the context of

subject matter related to the health sciences and the liberal

arts. Content modules were selected from a variety of academic

disciplines and taught by faculty from the academic departments.

Modules from these departments generated topics for compositions

and reading assignments. The English instructor attended all

classes of the content teacher in order to gather material for

use in the English class. The student received three credits for

the successful completion of the content module.
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The core English component consisted of a five hour course

which carried 3 credits. Students worked intensively on the struc-

ture of language (grammar, spelling, punctuation, sentence construc-

tion); the organization, logic, and rhetor c of composition and

speech; reading comprehension; vocabulary; note-taking; :ffective

listening.

Although no tutoring was offered, students attended a two

hour English workshop which was staffed by faculty. Individual

assistance in addition to programmed materials were available.

Frequent individual conferences were held in order to discuss the

papers a student wrote for English and the core academic subject.

The reading comp_ ent consisted of a three hour course which

carried three credits. The reading program was not clearly de-

fined or organized. Instructors developed their own course out-

lines.

Upon completion of the program, each student -as g_ven an

alternate form of the CAT and had to demonstrate the ability to

write a composition relatively free of grammatical errors. Spe-

cifically, students were required to write a three hundred word

composition with not more than one gross error in certain areas

(such as punctuation, spelling, subject-verb agreement). Several

instructors read the composition to ensure objective evaluation.

Students were expected to be reading at or above the 9.5 grade

341



-323-

rea ing level in order to pass. (We note here an apparent in-

consistency: Less than a 10th grade reading level was d'fined

as the criterion for placement in remedial reading. However,

a grade level equivalent of 9.5 or above was defined as a cri-

terion for exit. Apparen ly, the distributi_n of scores on the

placement test was so low that the 9.5 exit criterion actually

represented a substantial gain for most students). It was re-

ported that of 92 students enrolled during the Fall term, 53 met

the stated objectives by the end of the term.

There were five full-time Eng_ish teachers involved in the

LIBRA program during the fall term. They also taught advanced

courses. Four full-time faculty members were involved in the

reading program.

Although there were no formal evaluation data available,

the Director of the LIBRA program felt that students were very

enthusiastic. Many had made impressive gains. Some students

had improved their reading level by two and one-half years, and

some had improved their writing skills considerably. That is,

they were now able to write a fairly coherent composition.

Future plans included increasing the number of LIBRA sections,

and increasing reading hours.

2. English As a_SecondLarigu_a_ge. An ESL program began to

develop in 1972, although it did not become fully operational un-

til the 1973-74 academic year. The aim of the college was to pro-

vide instruct on in Spanish'to students for whom this was the pri-
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mary language. Uowever, at the same time, these students were to

receive intensive instruction in English. In this way the student

would be able to earn credit for regular college course-, while

being prepared to work in the "dominant" language. At the outset

there was significant resistance to this bilingual approach on the

part of some students and faculty. The feeling was that since

Puerto Rican students were citizens, to force them to master English

was a form of coercion and discri ination. By 1972 this resistance

began to fade, and there w-re special sections of ESL, depending

on the student's initial degree of fluency in English.

3. Mathematics. During the first year of operation, the

Math department set up a module in basic math especially designed

for nursing students. In the second year, an additional module n

basic math for technical students was introduced. Both courses met

for three hours and carried one --edit. Beginning in the fall 1972

se ester the depart_ent set up separate two module sequences for st:

dents entering the nursing, science, and the liberal arts disciplines,

For students who needed to improve their skills in order t

take courses in nursing the first module consisted of the following

milestones:

1. basic arithmetic skills; 2. metric system and

apothecary system of measurement; 3. application

of basic skills to nursing; 4. review material covered

in the previous milestones.

43



-325-

The second module incorporated top cs covered in the first

module and extended their application to nursing situations.- It

was felt that many nursing students needed a more intensive review

of basic skills and this could only be done with the addition of a

second m dule.

-.hose students planning a career in the scientific-technical

areas were required to take a t o module sequence which incorporated

the following milestones:

1. Measurement

2. Decimals

3. Basic Operations Using Decimals

4. Percents

5. Metric System

6. Variation

7. Similar Triangles

Angles of Triangles

9. Trigon metric Functions

10. Law of Exponents

al. Logarithms

12. Using LogarithmE

13. Graphs

The two module sequence for liberal arts students covered

topics in algebra and trigonometry. These modules were not re-

quired and were designed for students needing additional help.
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The department set up a Math Lab in 1972 which was staffed

by tutors from the college. Students would go to the lab on

their own. There were about ten tutors who spent an average

ten to fifteen hours weekly in the lab. Sometimes, tutors would

sit in on math classes. No hardware was available in the lab.

A sudent was tested after every milestone and was recuized

to pass 80% of the test ite:s. If he successfully passed all the

milestones in the module, he would pass the course. Otherwise,

he would repeat the milestone and take a retest- No final exams

were administered. All the sequences met for three hours and

carried one credit.

There were three or four full-time faculty teaching the

remedial sections. They also taught the advanced courses.

Alt -ugh there were no formal data, the Chairman of the

department felt that many of the students were doing well. How-

ever, the self-paced approach tended to create logistical prob-

lems. Within a module different students would be working on

different milestones, and this created problems for the teachers

in terms of class activities. As a result students would some-

times be working on later milestones before th y had passed earlier

ones.
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SUPPORT SERVICES, COU-SELING

Administrative Locus of Counseling_

The-counseling office was located within the Division of

Lident Services. This was true all three years.

Types of_ Counseling

The counseling office provided all Lypes of counseling

s

Division of Labo

During the first two years counselors were considered

generalists. With the exception of financial aid, they handled

all types of problems. In 1972 the counseling office became

m re specialized. That is, special units or teams were created

and assigned to academic departments to provide placement, trans-

fer, and psychological counseling. All other counselors con-

tinued to provide academic and general counseling.

S:tyles_ of Counseling.

1. Medical versus Outreach. The counseling office re-

sembled the outreach model. That isf counselors were expected

to initiate and maintain an ongoing relationship with students

through individual and group counseling sessions. This was par-

ticularly true during the first two years. Students saw coun-
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selors primarily for academ c-related roblems. However, fre-

quently underlying these were problems of a personal n-_ture, re-

lating to family relationships and mar tal problems.

A student who planned to withdraw for-ally from college was

supposed to see a counselor. These sessions were a means to plan

alternaties, such as job placement and financial aid. However,

ile counselors made an effort to keep track of students, often

they simply disappeared. Students in academic trouble were also

supposed to see a counselor. Students were placed on probation

beginning the second year. However, the college had not y-t

missed a student for academic reasons.

Beginning in the third year, the counselors received some

faculty referrals, primarily relating to students' academic per-

formance.

2. Mandatory versus Voluntai- udent-Counselor Interaction.

S -.dents were required to attend weekly group sessions which were

offered the first two years. In the third year c unseling was

not mandatory, but there were numerous situations in which stu-

dents and counselors routinely came into contact.

3. a_cir_ptis_912_1._Co2a. During the first t

y. ars tho counseling office provided group counseling sessions

which met on a weekly basis. In the first year groups met once
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a week for two modules while in the second year they met three

times weekly for one module. Students received one credit, and

as stated previously, attends .e was mandatory. Sessions were

e the counseling staff. Each counselor was re-

five groups with an average of twenty students per

group. These sessions focussed on an orientation to the aims of

the college, as well as skill training for solving problems in

human relations. This pr_g-am was discontinued in the third

year. Complementing the group counseling program was individual

counseling.

4. Theraeutic versus Socialization Goals. The primary

objective of the counseling service was to help students succeed

in college. The aim was to monitor student progress and, if

required, to intervene and increase the liklihood of academic

sur_. over the first two years it is doubtful that

this was done effectivPly.

Peer Counseling. In 1972 the counseling office ained

a group of second year students to act as peer counselors. These

students were pa d. At the same time, a student generated informal

peer counseling group was formed. This unit was referred to as

the "Fa ily" and a counselor acted as an advisor. If necessary,

students seen by this peer unit were referred to a counselor.
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Caseload Definition

During the first two years each counselor was randomly as-

ned to a specific number of students. These assignments were

rade at the beginning of the fall semester. The counselor-student

ratio was about 1:100 and the main thrust of the counseling ser-

vice was servicincz the needs of incoming freshmen. Students

generally saw the same counselor throughout the college career.

the 3rd year, counselors were no longer as-

signed caseloads. Instead, each counselor was assigned t_ an

academic department. Assignment to a department depended on

counselor interest. In this way counselors had the opportunity

to meet with faculty from the department and acquaint themselves

h the curriculum. Often, they would sit in on classes. Thus,

counselors became responsible for servicing the needs of s udents

within each academic discipline.

Although counselors were supposed to keep records on the

nature and number of contacts made with students, this was done

with vary_ng degrees of success. Responsibility for reporting

rested with each counselor.



Counse1crFaculty Relationship

During the first two years counse ors were often seen by

fac 1.,_y as "troublemakers." Tha- _ , they were considered too

politi ally oriented and cl sely allied with student interests

in opposition to faculty. However, this image changed somewhat

during the third year. Since counselors were assigned to acad "o

-,-rtments tty came to be regarded as less

r ppert develop

reaten_ng and some

member of the counselin- staff sat cn the Committee on

Academic Standing.

Background and Evalua ion

Initially, the counseling office hired counselors with a

Bachelor's degree. However, by the third year a Master's degree

wa9 required. Most counselors came from minority groups. The

dire tor was pri arily interested in hiring individuals with an

,i-ban school and colle e background.

In 1970 there uere eight counselors. By the third year

there were eleven. All occupied faculty lines.

The counseling staff met with the director on a bi-weekly

basis. In addition, there were weekly staff meetings and an

in- ervice training program. The director evaluated the records

and .kly logs kept by each counselor.
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unselir- Effectiveness

Although there were no formal dat- available, the director

felt that the counseling service had been beneficial. Since most

stud--ts were the first to attend college from their families,

they needed support from t e staff.

-ding to the director, changes which would strength

the progra_ included the followi g: specific caseloads; improved

record-keep ng; more emphasis on career planning in an orientation

course; schedulqd pointments; counseling for g aduating students.

GRADING SYSTEM A.13 RETENTION STANDARDS

This college 'd not use the traditional A - F gra ing

system. Indeed, no grades of any kind were used. When a

student completed the requirements of a cou-se, he or she

ly eeived the number of cre4its which it carried .

failing grades were given.

wever, there were standards defin ng the rate at

which udents should accumulate credits. These standards

specified both the nuMber of credits which students should

attempt, as well as the number which should have been

earned over various time periods. Students were expected
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to have earned at least 30 credits by the end of the third

semester of matriculation. Stud -ts who fell behind the

credit completion requirements were subject to probation.

If, durinc the probatio ary period, no evidence of progress

exhibited, the student was then subject to suspension.

However, in no case was a student to be suspended before

the end of his th rd semester.

While uhe progra-- of the college were designed to be

corpletd period, the progress regulations

allowed a student to take up to three yea s of full-time

study to complete an associate degree program.
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EVALUATION OF STUDENTS AD PROGRAN PLANNING

F 11 19_70

This college held no pre-registration or orientation

activities during the summer of 1970. Incoming freshmen

were registered just prior to the opening of classes and

w, e assisted by counselors from the Department of Student

Serv ces.

The college only offeed remedial work in mathematics.

Placement in t e three math remedi 1 courses was based solely

on high school preparation and ws mandatory, since student-

were required 4-- tke one regular mathematics course to ful -

fill graduation reguirement.

Fa - 197

For the second open admissi lass there were se e al

changes in the program planning and placement process.

incoming freshmen were tested in April and returned to

the college in May for pre-registration and orientation.

Testing was supervised by the Dean of Instructional Services.

The Open Admissions Reading and Math tests were administered.

The pre-registration and orientation sessions wer- run by the

Office of Dean of Students. After opening orientation speeches,
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students broke up int- small groups. Students in oaree_

icula met with faculty from the depa-tments, while tiose in

iberal arts met with faculty representatives from various

academic disciplines. Members of the counseling staff sat

on these group sessions and preliminary programs were made up

ch student. Registration for classes took place in

-eptember. Most students were able to register in the courses

'on they ad been programmed.

This year the college offered a remedial course in English.

Placenlent was restricted to those in the bottom reading group.

That is, stud nts with scores of 27 or below (less than 9th grade

level) on the Open Admis ions Reading Test were required to

register. Gdelines for placement in English were determined

by faculty and the Dean of Instructional Services.

P a ement in math was strongly recommended to those

students who scored below 17 on the Open Admissions Math test,

who scored above this but had a weak high school math back-

ground. Since the college abolished the math requirement,

pla 2ment was no l n er mandatory. Math guidelines were solely

tional Services office.2 by t



Fall 1972

There were char.-

open admissions class.

in

36-

_e place -cess for the third

Placement in the English remedial course was determined

by scores on a reading test devised by the English department.

The test consisted of 40 questions dealing with main ideas and

inferences which came from freshman textbooks used by the

coll_ge. It was cons_dered a more appropriate measure of read-

ing ability than the Open Admissions Reading test. After

undergoing several revis'-ns the EngA sh department felt that

it would be an adequate substitute for the Open Admissions test.

t w - used for placement 1972. Placement was mandatory.

The Department of Biological Sciences developed a prepara-

tory biology course and students in a science curriculum who

scored poorly on the Open Admissions Math test were required to

register. While cut-off points for placement were determined

by the Dean of Instructional Services, -:tudents initially placed

in a higher level biology course were also advised to register

by faculty, if necessay.

In addition the reading comprehension test and math est,

ollege administered the Differential Aptitude Test to all

incoming freshman. During the pre-registration and orient tion

phase, students who scored poorly on these tests were advised not

to take courses demand ng a great deal of work, and they were

placed on reduced course loads.

5 6



-337-

SUPPORT SERV - 3: STRUCTURE OF REMEDIAL-COMPENSATORY WORK.

alized versus Dece tralizEsIglianElL2ELILELELLIEs

The remedial compensatory program at this college was

decentralized. That is, each academic department was responsible

f-- provid ng -emediation. This was true for all three years.

Areas_2f:Cor

1. English_

Beginning in the fall of 1971, the English departme

introduced what could be described as a co.:pact package pro

meeting 6 hours per week, offering 6 c'edits for classroom atten

dance. In effect, the remedial course (worth 2 credits) was

taken in cojunction w th the r-gular freshman English course

(worth 4 credits).

The major aim of the remedial cc--se was to help students

improve their ability to read, study, and retain printed mate ial

with greater efficiency. Faculty were encouraged to producetheir

own mater _ls, and a standard syllabus was not used. However, all

faculty were given a handbook prepared by members of the department.

This handbook described reading objectives.

;.`

In an a tempt to link reading w±th a content area, limited

-g of classes started in 1971 and expanded to all remedial

sections in 1972. That is, each remedial section was linked to
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a particular course such as sociology, psychol ly, b ology,

business a inistration). In effect, this enabled English

faculty to utilize materials from the academic subject area.

In order for the counseling staff to maintain closer ties

with students who had reading problems, counselors were assigned

to each remedial section, ensuring more frequent contact with

both students and faculty. t4oreover, tutors were assigned to

remedial sections and were able to work closely with faculty

and groups of students.

In addition to classroom tutors, those students in remedial

sections needing additional help were advised to attend the

English Workshop. Prior to 1972 the English Workshop was loosely

structured. However, two directors were hired in the fall and

80-90 tutors were involved in the program during the third year.

The t tors included graduate and undergraduate students. Stu-

dents were referred by faculty to the Workshop for 3 h urs of

tutoring per week. Students in regular English classes and

other academic areas could also be referred. The Workshop used

one-to-one and gr up tutoring. Little "hardware" was used.

At the end of the semester faculty readminis ered the same

test that was given in the fall and, in addition, the SRA test

was administered to all classes. in order to receive a passing
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grade, s.udents were expected to be reading at the 10th grade

level as determined by these tests. Students received a

separate grade for work completed in the remedial and regular

freshman English course. In effect, a student could receive

a passing grade in the remedial course, while failing the

regular course. Thus, depending on their progress, students

receive anywhere from 2-6 credits. If necessary, they were

required to repeat the course. Grading in English was based

on a pass/fail decision.

All full-time faculty members were expected to teach two

remedial section.5i, as lt was considered a desirable teaching

experience. In addition, the department ran an intern program,

and those involved taught part-time and also worked in the

Eng_ sh Workohop. The interns were doctoral candidates

Englih. This program began in 1971.

Math

During the first two years of open admissions the math

department offered remedial courses in elementary algebra,

plane geometry and llth year mathematics. In the 3rd year

two additional courses were offered. These included an in-

tensive math review and a basic math course primarily designed

for business students.

In the fir_t year all remedial course were taught utilizing

the traditional lecture approach. These courses paralleled the

9th, 10th and lath year mathematics course offered in high school.
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The elementary algebra and plane geometry course met f= 3 hours,

while the eleventh year mathematics course met for 4 hours.

None carried any credit. Thus was true all three years.

Beginning in the second year an experimental program

utilizing television and other technical aids was introduced

in one section of elementary algebra. The program was expanded

to include more sections of elementary algebra the following year.

The Single Concept Introductory Math Project (SCIMP) was a sol-

paced approach utilizing several instructional modalities

ch as videotape, worksheet, textbook, teacher workshcdp

and the student's own devices). F r example, the videotape

utilized music, puppets, cartoons and commericals to get its

point across and could be viewed by one or more students at a

time. This tape was prepared by a member of the math faculty.

Students were expected to master 53 concepts (such as linear

equations, polynomials, factoring) and when they felt ready,

took a sel -admini tered test. Tests on a concept included

10 items of which 8 had to be passed. When tests were passed

on all concepts, the student earned a C grade. A final ex-

amination was offered on an optional basis to give students

the opportunity to improve their grads, A student who did not

pass test on all concepts by the end of the semester received

an incomplete and was provided an opportun ty to complete the

course during the next semester.
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As indicated previously, the department off-7d an in-

tensive math review course which met for 4 hours and carried 1

credit during the third year. This course included a compre-

hensive treatment of basic mathematics as well as an introduction

to basic algebraic manipulations. The basic math course met for

1 hour during'the first 5 weeks of the semester and carried no

credit.

1971 the Math department set up a Math Workshop which

was available to all students. The Workshop was staffed by

faculty and tutors. Resources such as videotapes were avai_able.

Tutor,, were either undergraduate students from the college

with strong math records, or graduate students.

Those students who succes fully completed the elementary

algebra course were not required to take the other remedial

courses and went directly into one of the regular credit-bea-ing

math courses.

All ful1time faculty members '4ere expected to teach

remedial courses. Moreover, In 1972 b -lingUal student- were

placed in separate sections. Each semester 2 sections were

set aside for these students.
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In the fall of 1972 the biology faculty introduced a pre-

paratory course in biology designed for students in a science

curriculum. This course met for 3 hours and carried 2 credits.

In essence, the course a _ed to introduce students to basic

scientific concepts and ideas. It was felt that these concepts

would be necessary for students planning to take courses in

science, especially for those who had basic deficiencies in

reading and math, in addition to a poor high school science

b _kground.

Generally, the class period was divided between lectures,

films, and labwork. Homework 14as assigned and students were ex-

pected to w ite paper-_ go on field trips, and watch shows on

television which were of related interest. For example, many

students had not been to the aquarium, and faculty members en-

couraged such excursions. The department prepared a standard

syllabus. However, each i_struotor developed his awn method

and approach. For example, one instructor introduced the- class

to the '111ack box" experiment. This involved the use of an

unlabelled black box with an object in it and students were

expected to use a scientific approach to find out what was

contained. Each week a different topic (such as cells, tissues,

using the roscope) was_covered, and a standard biology text

used.
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Those stuc.nts who needed additional help were advised to

go to the tutoring service. However, one instructor felt that

many tutors wel-e not qualified to provide such assisl-ance. In-

structors were available during office hours to provide extra

Throughout the semester frequent quizzes, oral tests, and

exams were administered. The department also preps ed a multiple-

choice ,tinal exam which was given to all classes. All these

criteria e taken into consideration by the instructor when

deciding on the final grade. A student was not allowed to

register for an advanced biology course until passing the

preparatory course. According to one instructor, about one-half

of his class passed in the fall semester.

During the fa_l semester five full-time faculty members

taught the preparatory'course. They all volunteered and were

selected on the basis of their interest. There were 5 sections

th 20 students per class.

Tutoring

The Institute of Tutorial Services was an outgrowth of

an earlier Nurse Tutoring Study (a federally funded research

program for nursing students in 5 CUNY community colleges)

which demonstrated the value of coordinated, large-scale
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tutoring services. In August, 1970 the present program beg

retaining certain elements of the Nurse Tutoring Study that

were appropriate for a college-wide service.

The _ri ary purpose of the program was to reduce attriti-n

by helping weak students succeed in their course work.

Tutoring was keyed to specific courses. By the third year

tut rs provided instruction for 76 courses in 13 academic depart-

ments. All departments but English (which hired its own tutors)

utilized the tutorial service.

0: ginally tutoring was provided for freshmen students only.

However, by the spring, 1971 semester, the service was made

available to all students. By the third year 122 tutors we

available and approximately- 700 students were tutored durirL

the fall semester.

Most tutors were students from the college. However, some

came from a four year college. According to the director, the

preferen-e was to hire students from the college, as they were

familiar with the course material and instructor. Perhaps the

only exception was in math and biology, where 4 year students
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were better qualified. The tutorial service hired tutors.

However, acade-:c departments had a veto power. In short the

tutorial service was responsible for the following:

1. recruitment of tutors

2 recruitment of students

3. training and supervision of tutors

4. scheduling

5. preparation o- materials

6. evaluation

In ,-;neral, students came to the tutorial service on

their own. It was estimntd that approximately 98% were

self-referrals. According to the director, students referred

by instru tors or counselors seemed to attend less regularly

and dropped out more frequently than did those who applied

themselves. In short, those who came voluntarily wanted help.

Each student received 2 hours of tutoring per week

a given subject area. Emphasis was placed on subject matter

in specific courses, and tutors worked closely with a liaison

faculty member in each department regarding the nature of

classwork and assignments. Records were kept of the atndace,

content, methods of instruction and student progress fo- each

session. Students who missed t o sessions could be dropped.
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At the end of the semester tutors evaluated themselves, their

students, and the tutoring program. Tutors and the program

were also evaluated by the students at the end of each

semester.

Originally tutors were assigned four students per session.

However, emphasis by the e d of the first year was on a one-

to-one relationship. This reductIon resulted primarily from

the difficulty in scheduling homogeneous groups; i.e. getting

students w th the same instructor in the same sess -n.

A shift in emphasis occu. red during the three year

period. The major concern during the first tWO years was on

perfecting the ope_ation (such as selection and training of

tutors), while in the third year emphasis was on articulation

with faculty and other offices of the college. For example,

direct communication with faculty rather than through the

liaison was instituted by means of a communication form.

In order to assess the impact of tutoring on student

performance, the Office of Institutional Research conducted

a small study in the fall of 1971. Two groups of 22 stu-

den..s who were failing at mid-term were matched on selected

characteristics (such as reading ability, and subject area).

In the group that vas tutored, 50% finally passed, whereas

i- the untutored group, 20% passed.

3
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Self-Assessment of Re ediaton

The Office of Institutional Research was responsible

implementing research to assess thp effe iveness of

e English and Math remedial programs. These studies were

conducted during the fall 1971 semester.

For English the research indicated a beneficial effect

f the program upon students in the fall of 1971. Students'

reading comprehension improved substantially, and this

provement was greater for students in the remedial grog. am

than those in regular freshman English (however, we note that

this could have been due to the regression effect) . Also sore

te chers appeared to be more effective than oth rs.

According to the director of the Freshman English Pro-

grams, the program needed :ore structure, and a set of common

objectives for faculty had to be defined. Future plans

included the p_eparation of modular units.

The basic design of the math study was to compare th

progress of SCIMP students with that of students in other

sections of elementary algebra who were taught in a more

tradit onal manner. While there was some evidence to suggest

that students were receptive to the SCIMP program and found

mathematics "more palatable", the students did no better than

367



those in regular sections and in cases substantially

worse. It was noted that the average improvement in Open

Admissions Math test scores was virtually the same for SCIMP

and students in a regular section who had the same instructor.

It was coucluded that SCIMP had I.ther p_ J:i.sproved

itself as an effective iltenaive te) tl-eA, nal classroom

instruction.

While no data were yet ava lable for sudents in the

preparatory course in biology, one instructor felt that

students who passed and went into the advanced courses seemed

o be doing well. Without the preparatory course, he thought

they -ould probably be doing poorly. One jor weakness of

the program was the inability of faculty to spend more time

in curriculum development. Accord ng to one insturctor, the

course was set-up in a "piece-meal" fashion. Specific be-

ha ioral oL1ective s for stud-nts were needed.

SUPPORT SERVICES, 2: COUNSELING STRUCTURE

Administrative Locus of Counselin

The Office of Dean of Students was responsible for

counseling. This was true all three years.
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Coun- 1'

The counseling office provided all types of counseling

s. Financial aid counseling was part of a separate

office .

The counselors at the college were gener lists. With

xception of financial aid, counselors were responsible

providing all counseling services.

Styles _o_f_cP4nse;APg

1. Medical vel-sus Outreach. Dur ng the first year of

open admissions, a so-called unit system developed by which

counselors were assigned to units and housed in various campus

buildings. Students were expected to see a counselor when

proble s arose, and the contacts We-e therefore, T inly on a

self referral basis.

Beginning second year, the counseling orientation

resembled the outreach model. In -ffect, counselors were

supposed to see freshmen four times during the year. In the

fall all imcoming students received a letter from a counselor

two to three weeks after the semester began. The purpose of

this first contact was to bring out the fact that counseling

would be supportive, open and confidential. An attempt

delineate the confidentiality of the relationship was made in
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an eff rt to change the negative image that many students

of counselors It was estimated that appro ately 85% of

freshmen sho ed up for an initial meeting Th second counseling

ession t_ok place after the mid-term marking period. Faculty

members were asked to submit to the Office of the Dean of

Students the names of students who had cut 10 f their

or who were in academic difficulty. In this way counselors

Were made aware of those students in academic trouble. A third

counseling session took place at the end of the first semester

in order to plan the second semester program. The final

counseling session took place at the end of the academic year.

Letters were mailed to students advising them to see their

counselor prior to each session.

Counselors received a printout of names of those students

in academic troUble (on probation or facing loss of matriculat _n).

These students were contacted by the counselor, Moreover, stu-

dents who wanted to withdraw from school were required to get

their counselor's signature. In effect, the staff was able to

"track most students.

2. ri.ridatcli...4._sy_alari,tAILS..9_1_2LiEt.12EzStuder

While counselors were required to contact students four

s during the year, the only mandatory visit was for second

semester registration. Students who did not see their coun-

selor got lower priority in terms of getting placed in

over-subscribed courses.
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verse,ls Grou- Counseline

The main thrust of the counseling service was on on-=-

one counseling. There was no formalized group counseling program.

However, counselors assignee to remedial English sections

prcvxded group counseling in these sections.

d e

Therapeutic versus Socialization Goals

The primary goal of the counseling service was to provide

ic and careel counseling. Students in need of holcg-

ical help were referred to someone on the staff with c -ical

training or to an outside agency. According to one administra-

tor, the counseling staff did not attempt to provide in-depth

psychotherapy.

Peer CounselLa

In 1971 the college set-up a peer-leader program in which

Etudents were tra ned to assist at pre-registration and or n-

n sessions, as well as during registrati Moreover, some

students were involved in counseling through the student ac

ties office. The counseling staff was solely responsible for

providing such services as abortion and drug counseling.
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Caseload De

ng in 1971 the counseling staff was organized

o what was defined as he counselor cluster. The cluster

consisted of a cluster leader (senior counselor) , two coun-

selors and a secretary. Students were assigned to a counslor

of t o first ba is for assignment was

cuvriculum. That is, secretarial students were all assi ned

to the same coun elor. The other method involved students placed

in the remedial English sections. Counselors were assigned to

fadc, t- placed in those sections.

Generally, each counse=or was responsie for approxi-

mately 200 freshmen. Moreover_ counselors continued to pro',-ide

upperclassmen with counseling.

All counselors kept a record of the umber of contacts

was felt

that most students w re "tracked" by the ,Jeling office.

made with each student. As indicated e

Although students were assigned to a counselor at the

beginning of the school year, -ome shifting would take place.

That is, students who wanted a counselor of the same sex or

race could be reasHgned.

3 2
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FacultRelationsriip

The relationship bten
on ividual Lacu. er. In essence, fc

coope-a ion varied. Although faculty could send a refer al

nffice, few did so.

udent who was being considered for academic dismi sal

had the r ght to appeal his case. The counseling office was

of such action.

aL2-,11-2d. and Evaluation of Counselors

.1.inseling staff came from backgrounds in social

work, clinical psychology and group work. Some staff members

had tei tes although not necessarily in c unseling.

All were required to have at least a _ster's degree.

In 1970 there were otween 2, - 12 counselors. This

JiWoor doubl-d by the third year .

Will the exception of financial a d, all counselors were

on faculty lines.
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There were several ways in which counselors were evaluated.

First, counselors could be d tAther in a session with

a student or !=..y means of a taped recording. Sec -d, 3 4

co elors --pared a 10 ute presentation of case notes

before other st,ff in what was called a special case conference.

tho c'.u';.ter leader rated the performance of each coun-

Finally, so e -tudent input on counseling effectiveness

was utilized.

Self-Assessments Counselirv Effectiveness

This college had not yet instituted research procedures

to assess the 1m t of eouna,1J.ng servics on varous tu-

ones.

--LING SYSTEM rEON STANDA

standard A F ,ra ing sy..,tem was in nse

ege. Beg ming with the 1972-73 academic year, a non-

p_initive "NC" grade was given (instead of an "F") during

estr of the freshman y ar. Thus, failures

he first term were not calculated in the grade point

average.
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In 1970-71 students were required to maintain a C

average to be in good academic standing. Students not in

good academic standing could be pl-ed on probation and/or

given a rt,duc g am. Students who did nut remove

their probatic ay status were subject to dismissal.

inn-.1g in fall, 1971, scale was used

for dete- ling probationary s,_ us and loss of matricula-

:ents who attempted less than 20 credits with an

academi,_ index of less than 1.50 were -ubject to probation.

Those who attempted between 20 and 36 -redits 7-74, h a cor-

responding index of 1.75 were subject to probation, but if

the index was less than 1,50, the utudent could lose matr

ulation. At 49 credits or more, the student was expected

to have a cumula ive index of at lnast 2.00. Students with

than a 1.80 4ndex at this point were subject to dis-

sal.
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EVALUATION OF STUDENTS AND PROGRAM PLANNING

971

The college began its first year of operation at this time.

'e to other CUNY colleges, its educational program con-

tained uni ue features. Primary among these was a work-study

Cooperative Education program which atte pted to link class-

room sLudy with outside work experience. In order to facilitate

this feature of the over-All educational effort, the college was

oiganiz-d on a quarter - rather than semester system.

The college designee a multi-phased program uo facilitate

the fresh an's transition from high school to college. The

first step occured in April wnen counselors visited all high

schools from which 15 or more students were allocated to the

collegP. The purpose of these visits was to describe the pro-

grams offered by the college.

in early May

Entering freshmen

leaders in groups

vas a large group

the second phase of orientation took place.

came to the college cild met with student

of 25. Before breaking up into groups, ther

orientation in which students were welcomed

by the President and the student leade s. Afterwards, students

in the -4aller groups had the opportunity to ask questions about

377
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the college. During this time counselors were available to as-

st student leaders. The group sessions ran about 1 to 2 hours,

and afterwards stAide_ts were taken on a tour of the buildina.

le day concluded with a reception where the students had an

opportunitl to meet with faculty members from different proW

Students returned to the college for the third phase of

orientation toward the end o May. During th s time the C-

ifornia Achi-vement Test wa!-, in7,-itered. It was later used

as the basis for determining p ment in re-edial courses.

met

Registration took place in July and August. Students

idually with counselors and faculty for program plan-

registration. Prior to these conferences, students

with faculty from the rurriculum area of their

individual program planning was conducted by cur-

During the individual conference advisors (coun-

, ) had availdble the students' CAT test scores with

choice.

guidelines lacement determined by faculty from the de-

ts. .__tudents were then i ,_)gistered by the advisor, and

s avoided the "usual" regist ation experience. In addition,

finan ial aid counselors were aailable to help students.

Prior to the s art of classes the college h 'd an

"Intrologue". Th13 was run by students and essentially de-
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signed t_ introduce incoming suudents to the different clubs

and.a _i- "ties available.

The collee offered remedial work in English and Math-

Students who scored below the 12th grade level in

languag and reading on the CAT werc required to register for

klis remediation cours! Those who scored above

Lc-v. 1 were exempted with credit and placed in an Engli h

course which was requil d for students in the liberal arts cur-

riculum.

in the basic math_matios co!_7. se was requied

of all students -ho scored below the 12 0 grade le% 1 on the

CAT. Those who scored above the 12.0 grade level were also

required to take a computational skill exam prepared by the

faculty. Students who failed this exa_ were placed

the basic math course. Those who passed were exempted and

given credit.

Fail 1972

For the second open admiLsions class the basic orgari-

zational structu,c of the orientati n :ogrrn remained un-

changed. This year, however, student leaders were given

training in role-playing 071chn ques by members of the coun-

seling staff. Moreover, an at empt was made to pi.ovIde more

structure in the orientation sessions. For example, students

379
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rst broke up into groups of 4 and then into groups of 8 and

16. Presumably, this would enable students t "break the ice"

botn each other and the stucent leaders.

For 1-he languacTe skills remediat _

course were changed. This year, students who scored below

the 12.0 grade level on the CAT were placed into the i-emedia-

tion course, as before, but students who scored below 8.0 were

placed in special sections. Students who were exempted from the

remedial course received credit.

SUPPORT SERVICES, STRUCTURE OF RE -DIAL-COMPENSATORY WORK

Ce versus Decent alized Structure

The organization of remedial services at this college ap-

proximated the decentralized structure. During the first year,

,Lemediation in language and reading skills was offered in the

Division of Language and Cultue. However, responsibility for

ne program rested with a specially designated coordinator. In

1972, dle staf. -as reorganized into a Bas c Skill Division -ith

an acting Chairman. However, the ba-- c skills program was

not implemented until th- following year. Responsibillty for

math romediation rted with the Division of Natural Environment

both years.



60-

Compens a

1. This community college opened in Septe 'er

1971 -nd the first entering class of 540 students were con-

-3ered a well---epared group. It WS reported that the av-

erage student c _ld read at a jrade equivalent of 11.3 ( 8th

nationally-normed perce college freshmen 11-1 contrast,

t.-?.ntering ir the fall of 1972 exhited greater defi-

The average score on the CAT ' opped about 0.5

grade level. Students wtre placed in

to

as

scores. The required English

-,,ections according

LAhough c -ceived

e-leve± become to some exten satory.

Students entering in 1972 and scoring belo 8 0 on the

cluding both reading and language) were scheduled for

special sections meeting 6 hours a week for 3 credits rather

than the normal 3 hours. Students in these special sections

scheduled for laboratory work under the classroom teacher's

sup is on and also recei ed a&litional tutoring. Those who

scored otween the 8 0 12.r .jrade leve wer_ place_ in reg-

ular sect ti

indi idualized lab work.

rr" ly with additional 2 hours

The goals of the three credit language and reading sk

re adiation course were to improve 1Dsic reading and writing

skills. In practice most emphasis was spent on wr ting.
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ic skills wer. taught in classroo and then

inforoa ad appli

recognizing t

writin Pa

laboratory setting. Parallel skill

each co1unicaticm as emphasized; .e., if

was the skCL7; taught in reading, then

-raph ar und a main 7a was the writi-- assign ent,

a cirterminin theme a picture was the visual

in the readi g program was p-aced on vocabulary

buildin- c _±ehensien and critical readinc skills, while sen-

tence s -7 _ure, proofreading and diting and special types of

writing ( uch as business let ers, job applica- ons), were em-

phasi74ed the riting pr_- addition, study skills and

lib ence skills were covered.

ag

As indicated previously, students in regul__ secti ns spent

3 hours in the classroom and were required to npend two hours

on ndividual assignments within the lab. This was true both

ars. In 1977, students assigned to the specia1 sections had

laboratory time incorporated into the 6 hours --A.ass time.

readir
The cellege hir d reading lab technicans who

whose it was to asit stuC-fe

material recommended by the instructor. While lab re-

quired, it was often left to the discre ion of the instructor

to see that stud_nts attended. It wae reported that '-ome prob-

lems a o e over the role of the lab technicans. It was dif-

fi ult to get them in olved '-:th students. As a result, some

de ined tutoring as a "pate. ,,erk" job.



In order to evaluate a student's pro- -ess, the CAT was re-

inistered at the end of the quarter. Although students were

pposed to be reading at the 12.5 grade level in order to p_ss,

those reading at the 10th grade level could rece ve a passi:-1---

grade if they performed well on other criteria by hic.b they were

e -alu-ted. For example, periodic tests were given to determine

udents' abil to analyze a short story, an students were

asked t- pr duce short written paragraphs with a minimum of 6

errors. Students in academic difficulty received id-t7- -n-

ngs and were supposed to be seen by a counselor. However, ac-

cording to one faculty member, this frequently did not happen,

partly because counselors did not want to be seen in a punitive

role.

No F grades were gi Students who did not pass received

an NC (no credit) g -ade and were required to repeat the course.

Those who passed went into the required course, with the excep-

tion of those in a non-liberal arts curriculum. This was true

only in 1971. In 1972 all students took the reuuired course.

Approximately 70% of students passed on their first atte pt. The

largest percentage of students repeating tz coucse ere he

spe ial sections. PI was reported that there was high ettr tion

among students in those sections.

During the Fall 1972 quarter, there were 7 special sections

and 15 regular sections with an average class size of 20.



In l9

es

4-

college had 6 full-time faculty members and 4

rtie staff members. Faculty memn_s taught ed

as well. In addition, g.aders were re, to help in

college graduates and paid on an hourly

_timratics. The Symbolic Communication course was

atics offPrcT at the collev.. It was essentially

"c%Ilt ral" 7,.athematics course whieh attempted to develop an

appreciation fo, the power of rtiemtics as a tool for clear

systematic reasoning in a number uf areas. Among the topics

included were logic, sets-, topology, linear equations, geometric

concepts, and some concepts of probability and statistics. The

two essential conpon nts of this 3 cr di'c course were classroom

instr ion and laboratory participation. Students spent 4 hours

in the classroom and 2 hours in th labratory

fiuring 1971 stud

it wa5

-ive the ql benefits, wLile the better students suffereL.

a result, students who scored belo- the 9th grade level on

the CAT d were la busine - administration and liberal a- s

10:re 1accd in one track cal "For B", while tho3e who scored

the 9.0 grade level were pJace in "Form A". Emphasis in

was on basic mathematical tools and reason ng, while

ught

randmly asigneth to sectiOns.

0iginally,

would ce ial.

grouped ac.-o::ding to skill 1

eterogeneous

staff felt th the slower students often did net
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emphasis in Form B was on a statistical approach -ith greater

stress place on computation 1 exercises in the classroom. The

age class size in both Forms was 15 to 16 students.

Material for the course was arranged so as to create three

independent teaching modules. A textbook was sele ted and used

by all faculty because it presented mathematical concepts in

short, interesting, highly-readable lessons. Each lesson was

followed by a selection of activities designed to involve the

student in the use of the mathematical concepts. Emphasis on

the material within each module was left to the discretion of

the instructor.

orat

As stated previously, students spent 2 ho- s in the lab-

ory w rking on classroom-assigned activities and/o e-

m diating their basic comptational skills. Students chose

the periods that they wanted to spend in the leh each week.

It was open from B a.m. to 8 p.m. each school day. There were

3 full-ti e lab technicans and some graduate students available.

In additlon, each instructor was required to spend one hour weekly

the lab. There were so e resource materials (such as program-

med material and audio tapes) available. However, students seemed

to prefer personal instruction rather than hardware.

In order to evaluate a stu-ent's progre s, each instructor

considered classroom and laboratory participation and performance,

and achievement in the material from the textbook. Instead of a

3
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final exam, freauent short exams were adinnistered. A stude t

had to complete each of the three modules in order to pass the

course. In addition, _ student would be eligible to receive a

passing grade only after demonstrating competence in the b

computational skills. Students had to pass 20 _f 25 mul iple-

choice questions. Students unable to do this at the outset

worked on skills within the lab and had an opportunity to take

the test on a w ekly basis. The twenty-five questions were

taken from a Computational Skills Exam test item pool of 102

questions.

Those students who successfully passed le than three

modules at the conclusion of the quarter were iequired

repeat the course. Such a student could choose to complete

the third module on his own time in the laboratory. In the

Fall 1972 quarter it was reported that approxiately 17% of

the students were required to repeat the course.

All full-time faculty, with 01-le e>ception, were required

to teach the bas c course. When hired, they were told that

2/3 of their teaching load would be in this course.

Self-Asscssments of Remedia ion

As p rt of its conti uing ef or_ _to study the effect e-

its remedial programs the Off re of Institutional Research

dmini tered an alternate version of the CAT :t the end of the

winter quarter in both 1971 and 1972.
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The data indicated gains in grade e uivalent., from the

time of ginal testin

-ring of 1972) to the later examination. Reading was the

skills area showing the highest oerformnce iv,..1 arnng stu-

dents. However. gain were relatively small, rising on the

average from t.h Ilth grade level to about 11.4. In mathematics,

an improvement of a full grade from an initial level et 9.8

occurred. Ar improvement of 0.9 grade equivalent was seen in

reshman orientation during late

language skiLls The batte y total score indi-ated that stu-

dents entered ith skills typical of 10th grade students (in

the CA,T's nationa -based no

about Ilth grade ley 1..

Analysi

ple) and improved, to

the 1972-73 data also revealed that the degree

of improvement in basic skills was directly related to the stu-

dents' initial level of performance. Students who entered col-

lege with very poor ski ls tended to make larger gains than

others who were better prepar d whe_ they entered. This find-

ing viewed as reflecting several factors, including the

orientation of the remedial program toward the student w th

very poor skills as well as the normal static'tical regressi n

effect typical of such data.

S P ORT S PWICES, 2: COUNSELING STRUCTURE

ra-ve Lo-us

The Division of Student

seling services. This was true both it 1971 and 1972.

unseiin

vices was responsible for coun-
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counseling services cffered at this college included

academic, career and pers nal counseli_g

-367-

The C ur,zelln,,, Division of La

-he counseling _
et-ions re-embled the gen relist m del.

That is, couns lors handled ell types

financial aid counselors were located in a separ- department

of the

ble s. However,

St_les_of Counselkia

dical versus Outrea h. The counseling service of

this college offered a program whereby virtually 100% of 'ts

students recei _d counseling. The essenti,a1 ingredient in

thiS approach was the College Advisory Team program, which

consisted of a Student 8e -ices counselor, a Cooperative

Edu-- tion Coordinator and a member of the instructional fa

ulty.

Those students who were not s en by the team during the

Advisory Hour (a designated hour in which students met in a

group counseling setting) woul-i either come to the counseling

office on their own, in some instances, were contacted by

a counselor. The primary reason for a student to initiate

contact with a counselor related to problems concerning career

and/or curriculum. Other reasons included problems relating to

peer and feMilial relationships.
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At mid-term, students in academic difficulty received

early warning letters from faculty. Counselox also received

a copy. These students were then called in by counselors f r

individual c nferences. In some cases, faculty menbers would

refer a student who exhibited behavioral problems. This was

true al o of staff involved in the Cooperative Education pro-

gram.

Thiough these etfurts, the c unseling orientati n r- embled

the reach" model. In effect, a counselo 's initial contact

with an incoming student came during the program planning 1)

cess and continued throughout the college career.

2. Mandatorelor Student lnteraction.

Students were required to attend. the Advisory Hour. However,

there ere no sanctions if the student did not attend. Approx-

imately 50-60% of students were seen through this program during

the first year and attendance improved the second year because

f a more structured program.

3. Patliqver.st As indicated pre-

viously, the essential ingredient of the counseling approach

was the Advisory Team Program. Groups of students were as-

signed to a team at the beginning of the school year and the

team met with them for 6 weeks during the fall quarter. The

program began in 1971 and was originally conceived as contin-

uing to meet every quarter. Although attendance was mandatory,
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many students only showed up for the first session and did not

retu- Accui admini trator, there was simply not

enough to discuss. Each group was made up of 20 students and

no credit -as given.

In the second year the ---ff decide, to meet only dun'

the fii quarter for 6 weeks, and groups which wanted to c

nue to neet could do so on their own. At the same time, the

up recting5 became c nsiderably more structured and planned.

They g fol owed the Advisory 7-four Manual which covered

the following topi sv college resources, study habits

titudes, career planning, academic and cooperative education

course planning, and planning for second semester registration.

Generally, the counselors served as the general resource

and problem solver of the team In effect, they coordinated

the activities of the team.

Beainni.nq in the

service

1972 guar, the counseling

effort with the Di ision of Cooperative

Education,mplemented a team-counseling advisory pr gram es-

sentially designed fox students beginning their cooperati-e

education internships. These teams consisted of the same

group which met during the fall quarter. The theme of these

etings shifted to orientation toward, and preparation for,

the internship experience. Therefore, these weekly sessions

0
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were under tne guidance of the Tea 's Cooperative Education

coo j:i_naLor. Couns lors participated in the eCA,A.J.1.1.14kj of the

sessions, and conducted Cooperative Education related inter-

views. The inter iews were designed to elicit information

from students that w u d help match them with appropriate

internships. In addition, counselors played a consultative

role to the Cooperative Education coordinator when students

with personal, career or a ademic problems were having dif-

lty in the i,Iternship-placement process.

to supplement these structured groups, the staff c

ducted Theme Workshops, with both freshman and sophomore

enrollment, focused on the transfer of students to senior

colleges, and to housing, life styles, and changing sex roles.

These groups met weekly, either during the week or on Sat-

urdays, and attendance was on a voluntary basis. The program

began in 1972. One indication of the success of -his program

was shown in the Transfer Workshop which apparently resulted in

a high rate of application by enrolled students to four year col-

leges, both wi_hin and outside the City University.

other efforts Initiated by the counseling staff duirng the

second year included weekly mee ings for physically disabled

students and a study- kills and tutoring-orientation progiam

for vete

3
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While the above-mentioned rams fo used on coufisc1^1-

involve ent in group activities, counselors continued to see

stud nts on a one-to-one basis. It was esti- ated that approx-

i-ately 3 of the students at the college made such contacts.

4. Thera eutic ve sus Socialization Goals. The emphasis

P counseling service was upon student devel pment. This

involved provision of information about college resources, iden-

tifying r'r'c.'41-'1'-' ---"-lems which c_uld interfere with the achieve-

ment of a student's personal goals, assisting in planning

academic programs, and assisting studen s in the ch ice of ca-

reer

According to one administrator, the counselors focused on

general problems and did not provide psychotherapy. Students

with severe psychological problems were referred to two coun-

selors who had clinical experience. However, the counseling

service wa3 not considered a mental health center.

5. Eeer Counslipa. The Division of Student Services

set up a Human. Development Center during the 1972-73 academic

year. As part of its prog am, the Center was training a staff

of student peer counselors who offered educational, financial,

health, cultural, so -ial and recreational counseling services.
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Ca el ad Definition

Typically, each counselor was responsible for 6 A,dvirNry

groups. Although counselors were randomly assigned to groups,

students within each group were in the same curriculum area.

For exa_ ple, one group would be composed of secretarial science

students. In some cases, students would ask to t.,=! shifted to a

group led by a counselor from a similar ethnic background, and

shifting of -tud nts would take place on an informal basis.

Although the majority of services were geared toward

co i g students, the counselor in the advisory hour became

that student's counselor for the remainder of his college

car. As indicated previously, it was estimated that ap-

proximately 2/3 of students initiated a personal contact with

their counselor. The staff did not keep a record of the nurnbei

and nature of contacts they had with ctudents because it vas

felt this mig t threaten confidentialitv.

222212asislr Fa cuinshi s

The counseling service maintained a good relationship vi h

faculty. This resulted from the close relationship with faculty

assigned to the advisory hour. Each academic division assigned

3 to 4 fa ulty members to the groups.



While a member of the counseling staff did not sit on the

Committee on Academic Standing, counselors were involved i

decisions affecting loss of matriculation and made recommenda-

tions. Studen s who did not have enough credits by the ii

cuarter were notified that they faced 1 -s of matriculat' n.

Bac and Evaluation of Counselors

Acc _ding 'o one administrator, the Division of Student

Services looked for people who had certain

ey for people who

itudes. That

uld relae to faculty and

th

could work with students who had primarily academic and career-

related problems. In short, they were not iaterested in hiring

counselor who wished primarily to engage in psychotherapy.

Experience in career counseling was preferred. All counselors

had earned a Masters degree and were on faculty lines. In 1971

there were 6 full-time counselors. By the second year the staff

had grown to 8.

The coun e were evaluated by the Director of the coun-

seling service twice a year. In addition, student input on the

effectiveness of counselor performance within the advisory group

was utilized in 1972.
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lin eness

Al h -gh the college had not yet initiated research pro-

cedures to assess ,he impact of counseling on various student

outcomes, one adminis rator felt that student response to the

ounseling ,-c,,-11--am was favorable and offices -ere busy. Plans

197 -74 academic year incluad

coun elors vould be oloselv involved with students assigned

to the Basic Skills program. In addition, each freshman would

remain with his unseling-advisement team for two years, and

by the end of thetirst quarter, as a college requirement, each

incoming freshman was expected to have completed a long-range

Education Planning form, outlining his career and educatl, al

plans, and detaiLing his tentative academic course-work, for

each study quarter, and goals tor his three Cooperative Education

Inte-nships.

GRAD:LNG SYSTEM AND RETENTION STANDiiRDS

The traditional A - F grading system was not used at

this college. Three passing grades were g ven: E (excellen

G (good) , and P (pa- . Students who did not satisfactorily

complete a course received a grade of "No Credit". The e

grades -._ere not converted into an academic index.
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By the end of the freshman year, full-time students

were expected to ha7e completed at least 21 credits

order to maintain matriculated status. By the end of the

second year, the student was expected to have completed

a minimum of 42 credits. The cases of -tudents not meeting

these standards were reviewed by the Academic Standing

Committee. Strictly speaking, the college used no form.11=y

defined criteria for probation. After evaluation of mdi-

vidiiai cases, n tices of students in academ c diff. ulty

were sent to advisory teams who were responsible f or stu-

dent follow-up.
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EVALUATION OF STUDENTS AND PROGRAM PLANNING

Fall, 1970

Thi5 conm nity college did not administer any special

placement tests. However, results of the university-wide

administr tion of the Open Admissions Test were available.

Incoming students came to the campus prior t_ the beginning

of -lasses fo- t-o days of orientation and registration.

D.xing the first day of orientation incoming students

were welcomed by the President and meMbers of the admin-

istration. Registration procedures were explained and

students then met with depalftmental faculty members in their

curriculum or area of interest. Students returned the follow-

ing morning and met in small groups with faculty and members

of the counseling staff. This session enabled them to ask

questions and review impressions of the previous day. In ad-

dition, representatives of clubs and special interest groups

provided information on their activities. During the summer

students had also received information on the availability of

financial aid and this information was rep ...ted at the ses-

sions. Registration took place the same day.

This college did not offer any remedial courses. Bowev

a special remedial summer program was organized during the

month of July for a small group of students, who were selected

398
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on the basis of low scores made on the. CUNY reading test. Each

student was placed in a "block program" consisting of sessions

that included Remedial Reading, Corrective English, Math and

Arithmetic Skill tutoring, counseling and a weekly library

o ientation program.

Aside from this effort, no compensatory program structure

was developed. The underlying philosophy was that students

with weak high school records should not be segregated from

the academic mainstream of the college. However, students

were provided with supportive services, and emphasis was

placed on teacher responsibility for wo king with poorly pre-

pared students. For certain courses in math and english, a

"fourth" hour was added. In effect, one additional class

hour wasscheduled for every section 11 these areas. Choice

of the hour was left to the discretion of the individual

instructor.

Students were allowed to register for any course.

restrictions were placed on course loads.

1971

There were no changes in the program planni- g and place-

ment process for the second open admissions class. This year

the college did not offer the su- er remedial program.
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Fall, 1972_

Program planning and placement procedures for thcse stu-

dents entering in Fall 1972 remained unchanged.

However, beginning in the Spring, 1973 seme ter, all in-

coming students were given a writing sample and were rated f_

1-5 on five categories (5 was the highest score). These

included: organization and ideas, sentence structure grammar,

punctuation, and spelling. Those students who scored 2 or

below on any 2 categories were placed in a newly developed

inteasive writing course. Papers were graded by two members

of the English faculty and placement was mandatory.

The essay exams of all students who answ ed "No" to the

questi_n, "Is English your native language?", were read by

structors of English as a second language with particular

attention to evidence of foreign language interference. These

same students were given a multiple choice English grammar

test and these two tests were used as primary placement

instruments for 3 newly developed ESL courses.

400
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SUPPORT SERVICES: STRUCTURE OF

REMEDIAL COMPENSATORY WORK .

Centralized versus Decen tralized Structure

No overall remedial program existed at this college.

Nevertheless, vari us departments and/or instructors did, _

their own, de elop some compensatory efforts.

Area= of Compenrat__ Work

1. English. Prior to open admi sions Chi community college

offered a remedial Er9lish program. For example, in the Fall

1969 seinester a non-credit bearing course was offered on, a

voluntary basis, and during the spring semester an experi-

mental remedial program began on a small scale. The department

set p 6 sections which were credit-bearing. However, just

prin to the September 1970 semester, the department was

advised to drop any plan for implementation of a ,arge scale

remedial program. According to one faculty membe- the

President of the college felt that remediation was not nec-

essary- This philosophy was based on reports (such as the

Coleman Report) which suggested that tracking and homogeneous

groupings of students were not beneficial.

In lieu of,a remedial course, all students were placed

in the required freshman English composition course which

carried 3 oredils and met for,3 hours. A 4th hour was added

401
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to th- course in the hope that students who were doing poorly

would use this extra hour to get additi:nal help It was up

to faculty members to prepare appropriate materials and sched-

uling was left to their discretion. Although studelts attended

extra hour on a voluntary basis, those who were doing

poorly were strongly advised: by their instructor t- attend

regularly. By the end of the first year the 4th hour met with

a. great deal of opposition on the part of the administration

and the Chairman of the English Department, and the plan was

drOpped.

During the second year of open admissions so_e faculty

members attempted on their own to bring remedial work into the

classroom. In the fall semester an ex7)erimental project

started, whereby students atteLded class for 6 hours.

During the spring semester an intensive writing program

began. Student enrollment was voluntary. The department set up

4 sections of between 2--28 students. These sections met for

6 hours and students could receive up to 6 credits. If they

earned this amount, they could be exempt from the two required

English composition courses. Me objective of this program was

to allow faculty members to spend more time with students.

In addition to these effo

utilize the tutorial service.

402
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lu the third year the college appointed a new Dean of

Faculty and an intensive writing course began in the sprin

semester. Based on placement test results approximately 300

incoming students were required to register in a. 6-hour course

which carried 3-6 credits. There were 15 students per section.

This course was an outgrowth of the type of pro ram begun

the previous year. The newly appointed coordinator of the

writing progra_ described one teaching approach utilized in

some sections. Students were asked to speak on a particular

topic and their words were simultaneously taped. Afterwards,

they would be asked to write on the same topic. Students

were able to orally verbalize far better than they were, able

to w 'te, and the instructors would show them how to develop

and organize their verbalized passages into written form.

At the end of the semester student- produced a writin

sample of 250 words. Criteria for evaluation were similar -o

the place ent test and papers were graded by 2 or 3 faculty

members. Instructors were not allowed to rate a paper be-

longing to one of their students. Those students who, received

a rating of no less than 3 in all 5 categories were considered

as qualifying for exemption from the first required English

composition course. Students would receive 3 credits if they

passed the intensive course and 6 credits if exempted from the

required course. Those who failed the final were required to

repeat the course.
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All faculty members taught the intensive writing course

in addition to the regular English course offerings.

2. Reading. The remedia, reading program was handled by the

English department. None of the students were tested for

reading skills. Registration in the program was voluntary.

The reading. rse met three hours per week. This was true

all three s?'.%. It was reported that in fal_, 1972 about

10% of thote students needing compensatory work were enrolled.

3. English as a Second Language. curing the first 2-1/2 years

of open admissiond, this community college offered one ESL

course under auspices of the English Department. However,

there were no formalized placement procedures and students

were refer -ed by English faculty.

Beginning in the spring 1973 semester, incoming students

e required to register for ESL based on placement test re-

sults. In addition, some "old' students were allowed to

register. The faculty developed 3 ESL classes which met for

3, 6 or 9 hours, and all carried 3 credits.

401
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this college were required to take at

least one course in mathematics. The college offered three

non-credit bearing pre-college level courses which did not

satisfy the requirement. In addition, there were three

credit-bearing courses -hich did.

As indicated previously, there were formalized place-

ment pr cedures. However, students in the credit-bearing

courses were give a diagnostic test during the first week of

class. Based on these results, students could be shifted

from one class to another. The p: mary aspect of these

courses which could be considered remedial was that they

included an additional class hour per week for those students

who needed extra help.

Of the three pre-college level courses, one was offered

only in the summer. The two offered every semester covered

elementary algebra, intermediate algebra and trigonometry.

They presented the same material as standard high school

mathematics courses. Standard textbooks were used and students

received a satisfact ry or unsatisfactory grade based on

classwork and exa-inations. These courses met for 4 hours.

In addition to the "remedial hour", students needing

additiona-1 help were referred to other areas, in the spring

40
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1971 s- ester the college opened a Media Center which con.ained

several types of programmed material for students in mathe-

matics and the biological sciences. 2½ttendance was not

mandatory and the Center was primarily self-tutorial. In

addition, students were referred to the tutorial service.

Math faculty received feedback from the tutors as to students'

progress. However, attendance was also on a voluntary basis.

Tutoring

During the first year of open admissions a faculty member

with an appointment in an academic department was given the

full-time responsibility for coordination of the tutoring

program. Each academic department designated a tutorial co-

ordinator who selected tutors. However, the act1-11 hiri_g was

done by the college-wide tutorial coordinator. It was the

responsibility of the coordinator to help the departmental

coordinators match tutors and tutees. Each tutor in the pro-

gram was hired for 15 hours per week for each semester.

Generally, tutors were upper-semester students from the

college, students from four year colleges, or graduate students.

Students came to the tutorial service on their own or through

faculty referrals. Attendance was voluntary.

In the second year the college appointed a new full-time

coordinator of the tutorial program and several organi ational

changes were made. The first step was to Change the procedure
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for hiring tutors. Instead of hiring tutors on a 15 hour per

week basis, regardless of s_udent demand for services, tutors

were hired on a "student demand" basis and each tutor was

assigned up to 15 hours per week on an appointment basis.

Therefore, although the program employed 150 tutors, they

rked varied schedules from 2-15 hours weekly. In addition,

steps were initiated to increase the communicati flow be-

tween the various departments and the tutoring program and to

improve the quality of tutoring through more direct contact

between tutors and departments. The tutorial coordinatorn

designated by the department met 6 times during the year. with

the college-wide co-rdinator. Moreover, through these co-

o-dinators, faculty volunteers were recruited to work with

tutors. Although volunteers were not involved in actual

tutori g, they were helpful 'n overseeing the operation.

In short, steps were taken to insure that the tutorial needs

of students within the departments were fulfilled.

Most of the tutoring was done on a scheOuled basis,

volving a one-to-one relationship, although during peak

periods (such as exams) some group tutoring was available.

The length of time students spent in the program depended on

their needs. However, it usually lasted from 6-8 weeks. The

greatest demand came in the areas of _odern language, english

and math.

4 4, 7
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According to figures kept by _he coordinator, approximately

1000 students were tutored during the second year. The physical

location was at two separate buildings. This was true the

previous vear as well.

In the third year, additional funding enabled the

tutorial program to offer tutoring to an increased student

population. Approx mately 3000 students utilized the program

during the academic year, with proportionately more upper-

classmen than freshmen involved. This year closer contacts

were maintained between tutors and instructors through the

use of Student Progress Reports. These forms indicated the

nature of the material covered by the tutor during each

session. Tutorial services were offered at three Locations.

According to the Coordinator of the , stu ent

response was favorable. However, the effectiveness of the

operation was hampered by a lack of coordination between

departments and the program, and administrative Policies which

were often made without staff consultation.

Se -Assessme t of Remediation

As indicated previous y, this college did not offer re-

medial courses during the first 3 years (except for those

408
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offered in English du 'n- spring 1973) . Instead, the remedial

approach placed emphasis on supportive serv _es offered by

the academic departmen s and the tutorial progr_ .

Accord ng to a member of the English faculty, one m jor

problem faced by the college resulted from several adminis-

trative changes which took place during the first three years.

Administrative turnover created confusion. Thus, efforts to

provide compensatory work were largely a result of the work of

individual faulty member

Sin e no formal evaluation of the ef ectivenes th

"4th hour" was undertaken during the first y ar, it was difficult

to make an assessment of its impact. While.tutoring was

a-ailable, particularly during the second and third years, few

students in the English courses took advantage of it. One

faculty member felt that tutors were not qualified.

Since no formal evaluation techniques were developed,

members of the math department could not adequately assess the

pectof the program. The department was planning to im-

plement a new program for the fou th year of open admissions.

This program was designed to help those students who needed

inte sive study in pre-college mathematics, and placement was

to be made on the basis of an exam.
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SUPPORT SERVICES, 2: COUNSELING STRUCTURE

Administrative Locus of Counselin

The Department of Student Life was respon-ible for counseling

services. This department was administered by th- Dean of

Students.

In 1970 the counseling office was respon ible for academic

advising in addition to all other counseling services. During

the second and third year, acade ic advisement was under the

Dean of Faculty. However, counselors continued to provide

academic counseling on an "unofficial" basis.

The C unselin Divi ion of Labor

With the exception of financial aid counseling, the coun-

selors at this college provided general counseling. In addition

to their general counseling responsibilities, counselors with

appropriate experience and t_aining provided counseling in

specific areas (such as drug, abortion and psychological

counseling).
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1. Medical versus Outreach. The orientation of the counsel-

ing service reseMbled the medical model. Students were expected

to initiate contacts with counselors. Contacts were initiated

as a result of personal "crises", but, for the most part, stu-

dents saw counselors for academic reasons. Student demand was

greatest during the second week of semesters (course changes)

or during mid-terms (anxiety over grades).

Faculty rarely referred students to counselors except in

cases of "bizarre" beh vior patterns.

While the pri ary means of contact was through self-referral,

counselors made some effort to make themselves visible. For

example, they would sit in lounges and place posters in campus

buildings to make students aware of their service.

2. Mandatory versus Voluntary Counselor-Student Interaction.

Contact between a student and counselor was voluntary. There

were no attempts made by the counseling staff to contac speci-

f_ students.

3. pyadicversus Group Counse4ng. The primary thrust of the

counseling service was on one-to-one counseling. Some counse-

lors did group counseling. However, groups were set up on a

voluntary basis
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Peer counseling was not used at this college.

Counselors did not have assigned caseloads. When a student

came to the counselor center they were either assigned to a

counselor who was available, or would ask for a specific

counselor.

According to one administrator, the student-counselor ratio,

at least during the first two years, was 650-700: 1. This

was due to the fact that the counseling office was unable ti

hire new counselors because of budgetary allocations.

Counselors were housed at-two different locations. Approxi-

m- ely 800-1000 students were seen during one academic year

at one location, and 4/5 of these students were freshmen

The counseling office at the other location saw a greater

_ber of students, primarily upperclassmen.

Counselor-Faculty Relationship

The relationship between the counselors and faculty was

reported as poor. As indicated previously, faculty members

rarely referred students to the counseling office and con-

sidered themselves more capable of counseling students. In

an attempt to develop a better relationship, the counseling
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membPzs. Included in this booklet were ways to identify stu-

dents who might need counseling as well as specification of

procedures for refe ring these students to the counseling

office. Thi- began in 1972.

A student who was being considered for academic dismissal

would n_t come t_ the attention of the counseling staff.

These matters were handled by departmental faculty advisors.

Back round and Evaluation of Counselors

The majority of counselors were t_-. e6 in clinical psychology,

although some had backgrounds in guidance, social work, and

vocational education. Ail had earned at least a Master's

degree. The staff was predominantly female. With the ex-

ception of financial aid, all counselors occupied faculty

lines. There were approxi_ ately 12 counselors on staff all

three years (excluding special program and financial aid

counselors who belonged to separate units).

According to one administrator, counselors were unable to

relate to students because of their educational training

and ethnic background. A large proportion of stud nts were

Black and Puerto-Rican and many counselors were uncomfortable

with them and could not adequately cope with their needs.
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The counselors were evaluated by their supervisor on the

basis et two yearly observa:ions. Supervisors would sit

in on a counseling session or have the counselor tape a

session, or might request notes on a particular case. The

e- (one at each counseling office would also

evaluate the special responsi ilities to which each c

was assigned. In addition, student input was used to measure

counselors' effectiveness.

Self-Assessments of Counseling Ef ec iveness

Members of the counseling sta _ expressed dissatisfaction

with the organization of the counseling program. On the one hand,

it was reported that the President of the college looked upon

the counseling office as a crucial department. However, the

office was allocated insufficient_funds. As a result, there

were not enough counselors (no new lines were allocated during

the three year period).

According to one member of the counseling office, major

changes in the program would include the linking of academic

advising with the counselong service, rather than splitting these

functions. Furthermore, counselors were to be involved in the

educational process itself, and in fall, 1973 steps were taken to

place counselors in some remedial classes.
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EYSTEYI AND RETENTION STANDARDS

The standar A F grading System was in use at this

college. Howver, from the beginn ng of open admissions,

first tei who earned an F grade received a wit

(withdrawal) gracle instead Tne W was not compu,=ed in the

academic index. First term freshmen who ea--ed a grade of

D also had the option of converting this into a W.

Entering freshmen could not be dismissed at the end

of their first semester, regardless of thedr grade point

average. However, any ti_e that a studen '- cumulative

average fell below a 2.00, he was placed on probation.

Students on probation were not supposed to register for

more than 12 credits per semester until they had removed

their probationary status. Students were subject to aca-

demic dismissal if their cumulative average fell below a

certa n level for various amounts of credits attempted.

The minimum retention averages were as follo s: Between

0-17 credits, 1.30; between 18-33 credits, 1.50; between

34-51 credits, 1.70; between 52-58 credits, 1.80. At 59

or more credits the minimum was 1.90.
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EVALUATION OF STUDENTS AND RAM PLANNING

1 1970

All incoming students were asked to come to the college

for placement testing in early. May. The Comparative Guidance

and Placement test (CGP) was selected as the comprehensive

struront by which to evaluate the incoming students. It pro-

v ded data in the areas of English (including reading and vo-

cabul- y) and Mathematics. The battery also produced infor-

mation on abilities for problem-solving and for dealing with

details. F nally, the test provided information on motivation

and interests, as well as a check on financial need. Some de-

partments such as Division of Commerce) prepared their own

test for students planning to enroll. The Department of De-

velopmental Skills was responsible for administering the CGP

t-cts and deciding how the scores should be used to determine

proper plaCement.

In ear_y June studen _s returned to the college for a

brief orientation session and pre-registration programming

conference. The students came in small groups of 20-30,

arrangod according to the program in which they elected to

enroll. Each group met with a counselors departmental ad-

visor, and an upper-semestr student from the program. Con-

tent for the group session focussed on describing the cur-

riculum so that students would have a clear understanding
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of the departmental offerings. Som-, of the material was

presented in lecture form, but mu h was developed through

group discus _ns.

4iately following this session which ran approxi-

mately one hour, each student met individually with a team

consisting of a counselor and departmental advisor. In addi-

tion to the CGP test results, the advisement team had avail-

able the Open Admissions Test scores and high -chool tran-

scripts. However, this information was not always available

for every student. Based on the available information, a

tentative program of course work was made up. Students in

need of remedial work were advised to register for the courses

offered by the Department of Developmental Skills. However,

all students were programmed into some regular credit-bearing

courses regardless of how much remedial work was needed. Each

department prepared a list of courses which were open to stu-

dents who were placed in emed1al work.

Although the advisement team -as made up of both a

counselor and f culty advisor, it was the faculty advisor

who carried most weight in determining the student's program.

It was reported that often advisors would recommend that stu-

dents register for regular courses regardless of their defi-

ciencies, because they feared that decreased enrollments would

lead to a cutback in departmental course offerings.
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Registration took place in September. Faculty and coun-

selors were available for last minute progra_ . ing advice.

However, any final program changes had to be approved by faculty

advisors. One major problem which arose during the regis-

tration process was that students advised to regist r for

remedial courses were often closed out of these classes.

This arose primarily because of budgetary limitations on

the number of remedial sect iofls.

The college offered remedial in writing, reading,

mathematics, and sc ence. In addition, some academic depart-

ments (such as biology) offered compensatory work in their entry

level courses. Placement in the remedial courses was strongly

advised but not mandatory, and budgetary limitations forced

the Developmental Skills Department to raise cut-off points

on the COP test for entry into writing, reading and math.

Placement in science was based on high school science back-

ground and poor performance on both the Math and Reading

sections of the COP tests.

In summary, many students did not regist-r for remedial

courses because of budgetary limitations, faculty advising,

and the fact that placement was not mandatory. This situation

existed for all three years.
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A final large-single session for incoming students

took place in the early part of September. Students were

welcomed by several student leaders, the Dean of Students

and members of his staff. The stude-t handbook was distr

ed and explained, and students atte ded an "information

fair. Booths manned by students, faculty and staff were

set up to provide information regarding student activit_es

and facilities available at the college. Members of the

staff felt that student par_ cipation and interest was

excellent.

Fall 1971.

For the second open admission class, there were some

changes in the placement procedures. It was felt that pro-

per placement of students could not be accomplished by place-

ment testing alone, pa ticularly since a large segment of

the entering class was never tested. In order to assure

more effective place_ ent procedures, the Department of

Developmental Skills established a High School Record Review

Committee. Its function was to evaluate the available re-

cords of incoming freshmen jointly with departmental faculty

and members of the counseling staff. Recommendations con-

cerning the extent of need for remediation in each of the
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skill areas were made for all studen s. The combination

of record review and evaluation, COP tests anc interview

at the advisement sessions was considered to be a more

valid means of placing students. The High School Record

Revie7 Coamittee met in early nd ds, students

were called in for adviseme_t orientation sesions wi

counselors and departmental adyisor. At the time

when new students were called in for advisement/orientation,

the Developmental Skills Department had an evaluation c

mittee on hand in the Admissions office to provide "on the

spot" evaluations for students whose records were not pre-

viously available and or ho did not take the placement ex-

amination

Fall 1972

The only change that occurred for the third open ael.

missions class was in the fall orientation program. This

year students met in small groups of 20-25 during the first

week of class. On hand were a counselor, departmental ad-

visor and some upperclassmen. Where possible, an attempt

was made to have the same counselor and advisor that students

sa in May lead the session. During the session, which lasted

for about half a day, students received information about the
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college and had a chance to speak with counselors. A main

purpose of these sessions was to impress upon students that

counselors were there to help them. It was hoped that the

presence of upperclassmen would provide supportive reassurance.

PORT SERVICES, STRUCTURE OF REMED AL-COMPENSATORY WORK

Centralized -er -us Dec 'zed Structure

In anticipation of implementation of the Open Admissions

Plan for fall 1970, this ccrnunity college established a De-

velopmental Skills Center one full year before the fall 1970

target date for Open Admi sions. Structurally, the Develop-

me-_tal Skills Center, which received departmental status in

-ing 1970, -as formed by relocating under one umbrella all

remedial non-credit course offerings. These included writing,

reading, math and science courses. The organization of e e-

dial services was thus centralized.

Areas o vensatorWork_

1. DevelozitnALELLLiaa. The general purpose of the

developmental writing course was to teach the skills necessary

for a student to express himself through written communication

a clear and acceptable manner. The specific goal was to

I4 4. 2
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prepare the student for the basic credit-bearing composition

course and for written assignments in other courses.

During the first week of class all students in the writ-

a course were further evaluated on the basis of a writing

sample. Students who wrote coherent paragraphs could be

shifted into the regular composition course. Beginning in

spring 1973 students in the regular English course were als0

given a writing sample and those who demonstrated wri ing

deficiencies were sent into the developmental course. During

this term faculty from Developmental Skills and English

reached an "unofficial" agreement whereby no student would

would be placed in the regular course unless he passed the

initial placement exam or successfully completed the develop-

mental writing cour e. In effect, students placed in develOp-

mental writing were not allowed to register for the regular

English course.

All faculty in the writing uni_ used a textbook preps_

by one member of the unit. They also followed a standard

syllabus. In 1972 a different version of the textbook used

in the preceding years was prepared by the same faculty mem

The writing unit felt that the orig _nal textbook was too diffi-

cult for students.
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--e, the w_' ing approach followed in the 1972

textbook was geared itative learning That is, stu-

dents first read a selection from an able writer. This

selection was the "model". After examining and understanding

the modcl, students wrote a paragraph following the model.

By learn ng to imitate a model, it was felt that students

would be able to express themselves more easily and become

sensitive to the most important part of good writing; namely,

structure. S udents were e posed to a wide variety of struc-

tures. Topics covered the following: effective sentences,

effectiv paragraphs, four basic forms of writing (such as

narration, description, explanation and argumentation),

various ways of developing a paragraph, spelling, diction,

and basic grammatical forms.

One aspect of the writing program was the production

the "Write On" magazine. Initiated in 1970, the maga-

zine consisted of a collection of essays and poems written

by s udents in the writing course.

This three hour course emphasized individualized

struction and labo atory xperiences. However, there was

no actual physical lab facility until spring 1973. Until

then it was essentially a designation for an individualized
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ossistance program for any student seeking additional aid

in writing term papers, and other written assignments. the

lab was staffed by developmental writing faculty.

In spring 1973 a Writing Lab program was offered by

the writing unit and the facilities of the _'eading lab

became available to the writing staff. The lab serviced

all students at the college and was staffed by developmental

writing faculty in addition to college assistants, who were

graduate students in English. Students were either referred

by their instructor or came on their own.

Those students _Irolled in developmental writing, who

received an RC (recommended continuation) grade in the fall

term were required to go to the lab. Attendance was taken

for this group.

One other program was started during the spring 1973

term by the developmental writing unit. An ESL Center was

established under the direction of a full-time member from

the writing unit and some adjunct faculty. Students were

ref_ red to the Center from the developmental reading and

writing course, or on a "walk-in" basis. Approximately

125 students were serviced during the se ester.
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In order to evaluate progres. all students were

required to produce a writing sample. Students -ere given

50 minutes to write a paragraph of approximately 75-100

words on a choice of topics. Papers were graded by indi-

vidual faculty members and criteria for evaluating writing

samples were set-up. The final grade was based on a stu-

dent's performance throughout the semester. Students

who received an "RC" grade were required to repeat the

course. However, until spring 1973 many students simply

went on to the regular composition course. In the fall

of 1972 approximately 20% of the students received an

RC or W (withdrew) grade.

During the Fall 1972 semester there were approximately

500 students enrolled in the developmental writing course.

Each section was made up of 20-22 students.

In the Fall 1970 semester there were 5 full-t1 e

instructors- and a unit coordinator. By the third year,

the developmental writing unit was staffed by 6 full-

time and 3 part-ti e Instructors.
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2. Develop entaleading. The developmental reading

course was designed for the student needing improvement in

comprehension, vocabulary, reading rate and study skills.

It met for three hours each semester, although some sections

met for 4 hours on an experimental basis in 1972.

While the approach in the reading course poin ed toward

individualization, it was reported that the generally large

class sizes (over 20 students) during the fall 1970 semester

did not permit the program to function effectively. In sub-

sequent semesters class size was reduced (14-16 stUdents)

However, it was reported that even this reduction did not

permit faculty members to provide intensive individualized

instructio4 and emphasis was placed on group instruction

centered on common reading problems.

In a report prepared by the reading faculty at the end

thefall 1972 semester, the reading student was described

as someone who disliked reading, whose vocabulary was limited,

and who virtually read hardly anything more than a newspaper.

When forced to read he was unable to concentrate or recall

what was read. The student read everything at the same pace

and did not know how to "shift gears." Students lacked the

following types of skills:
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1. Previewing - To be able, from the title of an
article or chapter, to suggest what it is about.

2. Context Clues - To be able to recognize words
which are clueS .66 the meaning of a sentence or paragraph.

3. Directional Words - To be able to recognize,
words which ina=6-TIA way in which the idea within the
sentence or paragraph is going.

4. paracra_h patterns - To be able to see that
there are patterns sue- as cause-effect, comparison, etc,
within selections.

5. Main Ideas= Paragraphs - To be able to extract
the main idea Tilcm a paragraph.

6. MainIdeas; _Selections - To be able to extract
the main idea freirt-a Set of paragraphs.

7. Inferences - To be able to make inferences from
an idea or set of ideaS.

All classes were held in a lab setting which was equipped

with several types of resource materials such as tapes and

controlled readers. However, since emphasis was placed on com-

prehension, not speed, it was reported that the faculty made

little use of these materials. For the most part, the soft-

ware used in the course was the common, traditional material
7

of the conventional reading courses.

In fall 1972 the reading faculty prepared a booklet which

outlined reading skill instructional objectives. Prior to

1972 there were no guidelines. The instructional objectives

emphasized comprehension and vocabulary-building skills.
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Instructors were advised to focus their initial evalua-

tions on diagnosis of the student's skill deficiencies. The

instructor and student then determined which skills should

be taught and in what sequence. During the semester the in-

structor taught skills, checked work, isolated deficiencies

indicated by errors, and made recommendations for skill de-

velop ent.

In order to evaluate student progress, the reading unit

prepared a final exam which assessed mastery of basic skills.

This test was first administered in 1972. Prior to 1972, stu-

dents were holistically evaluated on their work throughout the

semester. However, at mid-term, students were made aware of

their progress and reports were sent to the counseling staff.

Students who did poorly were supposed to repeat the course.

However, there were no control mechanis_ s to insure that stu-

dents would do this.

In the fall 1972 semester approximately 37% were supposed

to repeat the course and 23% withdrew. The remainder received

satisfactory grades.

In 1970 the reading unit was composed of a unit coordina-

tor, 7 full-time instructors, and one reading lab technician.

By 1972 the reading unit increased to 8 full-time instructors

and several adjuncts.
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3. pevelopmental Mathematics. The math unit offered

two courses in developmental mathematics. The lower course

was designed specifically for the non-science career student

(such as a student in the Division of Commerce), while the

upper course was for those in the science-technology programs

and liberal arts. These courses were not sequential.

Emphasis in the lower course was placed on the fundamental

operations of arithmetic and the solution of simple linear equa-

tions. Topics included: the system of whole numbers'including

applications, factoring, rational numbers, decimal fractions,

percents, measurement and the metric system, scientific nota-

tion, elementary equation solving and formula evaluation.

The upper course embraced the fundamental operations

algebra with well integrated arithmetic applications. Top cs

included: the language of algebra, signed numbers, basic opera-

tion with polynomials, linear equations, special products and

factoring, operations with fractions, simple fractional equa-

tions, evaluating formulas, graphic linear equations, simul-

taneous linear equations, ratio and proportion, real number

system, simple quadratic equations, metric system and scientific

notation.
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During the f rst week of class all studerts in the de-

velopmental courses took a short algebra test to determine

accuracy of placement, and on this basis some shifting of

students took place.

The instructional approaches utilized in the develop-

mental courses varied, with an attempt made to provide stu-

dents with several instructional alternatives.

Throughout the first year the lecture approach was

utilized in the lower course. Work began in the apring 1971

term to explore other approaches. Beginning in 1971 seVeral

sections began operating as self-study modular courses. The

primary materials were commercially prepared audio-cassette

tape instructional packages coordinated with a semi-programmed

work-textbook. By the third year, the lower course operated

under two modes of instruction. In addition to the self-study

modular approach, several sections integrated this style

with small group leetures. Each self-study section was

also provided with a tutor through a heavily expanded col-

lege teaching assistant program. The tutor was assigned to

most of the hours for which the course met. Typically, tutors

were either graduate students in math or upperclassmen from

other colleges, who-were hired by the math unit.

431



-409-

The upper developmental math course began a program of

individualized instruction using self-teaching (programmed

materials) in the sprino 1971 semester. Since a greater

number of topics were to be covered, the lecture approach

proved impossible for the slower students. Initially, only

a few sections operated under this approach and were mostly

for students who had not passed the course at the conclu-

sion of the Fall term. This approach enabled each student

to move at his own pace. During the summer the math faculty

researched other programs and decided to use material speci-

fically geared for technology students. In the second year,

some sections continued to operate under a 1 cture approach.

By the third year the programmed self-study course was modi-

fied to include some small group lectures at appropriate

points where the programmed instruction topic was difficult

or where faculty considered it poorly prepared. Moreover,

seine sections continued to operate under a lecture approach.

All self-study sections also had a tutor assigned.

In addition to the two developmental courses, the Math

unit ran a Math Lab which provided tutorial assistance to

any student experiencing difficulty with any math problem.

This began in 1970. Students could use the facilities by

presenting themselves at the lab or through faculty referrals.
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Tuo s were graduate students and upperclassmen from other

colleges. In addition to tutorial assistance, programmed

materials were also available. One high demand area of

instruction in the Math Lab was that of tutoring students

in the use of the slide rule (due to the large number of

students in technical curricula). Beginning in the spring

1971 semester, a series of Slide Rule seminars was insti-

tuted.

In order to evaluate a student's progress in the self-

study sections of the lower course, frequent self-evaluation

assignments, quizzes and unit tests were administered. Papers

were scored and evaluated on the spot. Students successfully

completed the course when they completed the four modules

assigned as part of the individualized course prescription.

These modules included percents decimals, fractions and

whole numbers. In addition, the short algebra test given

during the first week was readministered in all sections.

Those students assigned to the self-study programmed

sections of the upper course were evaluated on almost a

daily basis. Self-evaluation assignments and tests were

given at various times within a unit. Unit tests were

administered and only on the basis of a 75% grade was the

student permitted to move on to the next unit. Evaluation

433



-411-

assignments and tests were scored with the student looking

on. In addition, the short algebra test given during the

first week was readministered.

Emphasis was placed on constant testing and evaluatio

regardless of what approach (self-study or lecture) was uti-

lized. Students who did not fUlfill the course requirements

received an RC grade which meant they should repeat the

course. However, such students were not kept out of regular

math courses. Most students in the lower course went directly

into a credit-bearing math course rather than taking the

upper course. It was reported that in the Fall 1972 semester

approximately 38-50% passed the first time in the self-study

sections, while 20-25% passed in the lecture sections.

The lower course met for 3 class hours and 1 lab hour

weekly, while the upper course met for 4 class hours an&

1 lab hour weekly. This was true all 3 years.

In the Fall 1972 semester there were 14 sections of

the lower course and 33 sections of the upper course.

Approximately 20 students were assigned to each section.

During the first year of open admissions the math unit

was composed of 6 full-time instructors, 1 math lab techni-

cian, and a unit coordinator. By the third year there were
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11 full-ti7e instructors, in addition to a unit coordinator

and lab technician. Several part-time faculty were also

hired. They were primarily responsible for teaching those

sections utilizing the lecture approach.

4. pevelumental Science. In an effort to prepare

students for both the Division of Technology and the Division

of Science and Health Services, two new courses were developed

and offered in 1970.

During the first two years both courses utilized a lecture

and laboratory approach. Lab facilities of the Biology and

Physics departments were made available. Each course met

for 4 hours.

The first course emphasized the fundamental concepts

of life science and introduced scientific principles to

students entering programs in the health and medical areas.

Topics included "fundamentals of life", scientific method,

and measurements. In addition, use and care of laboratory

equipment including the microscope, balanced scales, and

glassware were covered.

The second course emphasized the fundamental concepts

physical science and was designed for students in the

technological and scientific areas. Topics included measure-

ment, energy, and structure of matte
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In the fall 1972 semester the physical science course

evolved into a completely automated self-study course. The

life science course was not offered the third year. Faculty

from the developmental science unit spent much of Summer 1972

developing learning packages for the course. In effect, an

audio-tutorial mode of instruction became the primary method

used to develop fundamental skills related to problem-solving,

measurement, graphing, interpreting data, and using the slide

rule. In addition to the audio-tutorial exercises, laboratory

experi ents, field trips, small group problem solving sessions,

and lectures we -e u-ed to accomplish course objectives. Upper-

semester students from the college were assigned as tuto. rs to

each section.

The subject matter of the course was organized into a

series of modules. Each module covered a segment of the

subject matter and had w-itten behavioral objectives which

served as a basis for testing students' mastery of concepts.

There were 4 required skills modules (including graphing,

measurement and the metric system, problem solving and

motion, using the slide rule) and several optional modules

fro- which a student chose to make a combination of five

that were necessary to receive a satisfactory grade.
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Self tests and class exams were used as a mea-ure of

progress in each module. In addition, the student had to

pass a final test upon completion of the module. These

tests were uniform for all sections. Each instructor

decided whether or not the student satisfied all course

requirements. Those who received a non-passing grade

were supposed to repeat the course. However, this was not

mandatory. In the fal1,1972 semester it was reported that

approxi _ately 60% passed the first ti e.

the spring 1973 semester the science unit established

an Open Science Lab by extending the Mathematics Lab to i

clude a science tutorial component. In this way special

supportive services were made available to any student

needing assistance in science and technology courses.

Generally, students were referred to the open lab by their

instructors or by other students. Attendance was on a volun.,

tary basis. The lab was staffed by developmental science

faculty and college assistants, who were usually community

college or college graduates working-toward an advanced de-

gree. The primary instructional methods were individualized

instruction, small group seminars and programmed materials.
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In the spring semester all sections of the developmental

physical science course were taught in the Open Lab. They

continued to meet four hours weekly.

During the fall 1972 semester there were 8 sections of

between 15-18 students enrolled in the course.

In 1970 the two courses were taught by interested faculty

from the Bio ogy and Physics department. By the second year

two lines were created within the department of Developmental

Skills and in the third year the science unit consisted of 3

full-time instructors and a unit coordinator.

5. All ed Health Learning Center. The aim of this pro-

gram was to offer supportive learning methods and instructional

aids for students in career-oriented programs. It represented

an inte -disciplinary approach to the acade ic needs of students.

During spring 1971 two full-time teachers from the read-

ing unit received a grant to formulate reading improvement

and study skills materials specifically for students in the

Construction Technology area. Through additional funding,

these two instructors established the Allied Health Learning

Center which serviced students in the Division of Allied Health

and Sciences. This center opened in :all 1972 and encompassed
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s ven departments. These included Nursing, Dental Hygien-

Dental Technology, Radiologic Technology, Pre-Pharmacy, Medical

Lab Technology, and Opthalmic Dispensing. The center was con-

sidered a semi-autonomous unit of the Depart ent -f Develop-

mental Skills

By the end of the year, the center had fu ly implemented

four services. These included the foll

1. Freshman Study. Skills: Mini Courses. The appli-

cation of a wide range of study s ills to a required freshman

course. There was one study skill course per department and

each was geared to content area coursework. Generally, courses

in which students seemed to have the most trouble were selected

(based on attrition rates).

2. Tutorinv: Student tutors had an overall index of

2.0 and a B or better in the subjects they tutored. Tutors

provided one-to-one tutoring and group tutoring, assisted

in the classroom, and aided in collating material. The

tutors received training in the use of materials.

3. Facult: .Worksho-_s: The two coordinators of the

center ran media workihd for each department and gave lectures

on instructional techniques. The purpose of these programs was

to focus on ways students might learn better. It was hoped that

faculty members would define their instructional objectives in

a precise manner.

4. Preparation for Certification _Exams: The

application of test-faing teEhniques to licensfng exami-

nations. Seminars were held in Nursing, Medical Lab Tech-

nology, Opthalmic Dispensing and Radiologic Technology.

Self-Ass ss en Re- dia ion

The Department of Developmental Skills had no research

unit within its office. According to the chairman, there

were no research procedures set-up to reliably evaluate the
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eness of the remediati n program. However, some unit

coordinators were able to give some asses _ent of t e impact

_f re -diation.

The reading unit administered the Nelson-Denny reading

test purely for research purposes and not as a criterion for

passing tne course. In a summary report of the Fall 1972

semester, the average grade level of students entering the

prograr was 7.9, a. nd the average increase of student' com-

pleting the program was .05 - 1.0 grade.

According to the reading unit coordinator, the reading

needs of students would be met when the un t fully developed

the following:

1. completed the development of reading materials
that were related to specific skills in content
areas and had materials that were on graded
levels of complexity.

2 had an instrument that was diagnostic and gave
a picture of students' reading skills.

According to the math unit coordinator, faculty and student

response to the self-study programmed approach was generally

positive. Initially, there were some negative comments con-

cerning the programmed material itsel' in the upper course.

However, the faculty researched other pr-gra_: which were

then made available in the second year.
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As indicated previously, the ulti ate aim of the math

unit was to develop a "systems instruction" approach to

learning, whereby faculty and students would be able to select

from a variety of instructional approaches (such as audio-

cassette tapes, programmed text material, tutorials, lecture).

Math faculty were in the process of preparing and producing

audio-cassette tapes.

According to the science unit coordinator there was posi-

tive feedback f o_ students on the audio-tutorial approach.

Students seemed to like the self-paced approach and were en-

thusia-tic. As yet, there was little feedback from faculty

in other acadmic divisions.

SUPPORT SERVICES, 2: COUNSELING STRUCTURE

Ad inis -ative Locus of C un-elin

The Counseling Center was one of several programs admini-

stered by the Department of Student Services. This department

was under the supervision of the Dean of Students for the first

thr ea S.

Counseling Functi ns

The counseling office of this community college was r

sponsible for placement, transfer, career and personal coun-

seling. Faculty advisors provided academic counseling.
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Dvision of Labor

The counseling functions resembled the generalist model.

With the exception of financial aid and student activities,

all counselors prov ded general counseling services.

1. Medi al versus Outreah. The counseling office

was invol _d in the initial orientation process for incoming

students. Once the se-ester began there was no formal way

that students would see counselors. However, counselors were

encouraged to make themselves visible. Often, they would sit

in the cafete In some departments they would visit c asses

and encourage students to come to their offices. Nevertheless,

the primary means for contact was through self-referral. The

reasons that students saw counselors varied with the time of

year. For example, in the early part of the semester financial

problems were a primary reason. Other reasons for initiating

contact included job and personal problems. According to the

Director of Counsel- ng, there were an increasing number of

students coming in with "crisis" oriented problems. Generally,

these were of a psychological nature.
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In some departments facul y members would refer stu-

dents to the counseling office. Generally, students in

academic difficulty would see their faculty advisor, who

might then refer them to a counselor. Those students who

were failing t-o or more courses at mid-term received a

ning letter and counselors were supposed to receive a

st of these names. However, this list usually did not

arrive until the end of the semester. Counselors also

made an attempt to work with the registrar in order to

obtain grade reports, but this did not prove successful.

Mandator versus Voluntar Student Interaction.

Students would initiate contact with a counselor on a volun-

tary basis.

3. Dyadic versus Grou Counseling. The primary

emphasis of the counseling service was on one-to-one counsel-

ing. The college did not offer a freshman orientation

course, although counselors in the Division of Commerce

r n ongoing weekly seminars for freshmen during the third

year. This program was financed through federal funds and

students at ended on a voluntary basis for one semester.

During the first three years of open admissions the counsel-

g service ran special programs at various times. For example,

a drug seminar was led by an ex-addict and a career program

was offered to disseminate career information.
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As stated previously, counselors visited classes in the

departments to which they were assigned. However, this did

not occur i all departments and depended to a great extent

on the re ationship between the counselors and faculty. The

counseling service maintained liaiscAl with the Departme

Developmental Skills, although counselors were not formally

assigned to the department. Members of the counseling staff

would visit: Developmental Skills classes and occasionally

ran counselinq sessions.

4. The a eutic versus Soci-lization Goals. The counsel-

ing functions at this college were of a p agmatic nature.

That is, counselors were responsible for providing students

with services that would facilitate their college adjuotment.

These included 'helping potential dropouts find a job in order

to stay in college, or aiding second year students in job

placement. Counselors made referrals to the Tutorial Center

and would work closely with staff in that area. Since many

students planned to continue their education at a four-year

coliege, the counselors scheduled conferences and provided

information on senior colleges.
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If students came to counselors with more psychologically

oriented problem , they were referred either to the clinical

psychologists or counselors with social work training. If

necessary, referrals were made to outs de agencies.

5. Peer .Counseling. The counseling service used peer

counselors in 1970. In subsequent years, students assisted

during the orientation sessions.

Caseload Definitior

A signment of students to counselors was made on the

basis of curriculum. As a result, the counselors' caseload

consisted of students from the same program or from closely

related programs _ithin a division. This type of assignment

permitted the counselor to become thoroughly familiar with

the curriculum involved and with the department chairman

and faculty of the department. In addition to a counselor,

each student was assigned to a faculty advisor from the de-

part ent in which he was enrolled. This advisor was respon-

sible for academic advising.

At the beginning of the semester students were not fied

by mail as to who their counselor was. The counseling service

was decentralized and offices were located in different campus

buildings.

445



-423-

The number of counselors assigned to a department depended

on its size. Generally, the counselor was responsible for

approximately 250 studen s. This number included all stu-

dents, not only incoming freshmen. The Director of Counseling

estimated that counselors reached less than half of the fresh-

men during the first three years of open ad sions.

During the second year counselors began keeping records

on the number and types of contacts they had with students.

However, there was a great deal of resistance to this practice

in the third year. The staff felt that record-keeping resulted

in a lack of confidentiality.

e departments the counselor who led the initial

orientation session was the same one to whom the student

was later assigned. It was also possible for a student to

see a counselor in another department. During the first two

years students showed a desire to have counsel rs of the same

ethnic background. However, students no longer seemed to care

about background factors in the third year.

Counselor-Faculty Rela ionship

Perhaps the biggest task faced by the counseling staff

dur ng the first three years -as to change the image that

faculty had of them. Faculty felt that counselors should
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not provide academic advisement and saw them as "policemen",

whose role was to take care of the "sick" students or "handle"

the militants. Initially, counselors were alienated by faculty

in the depart ents. However, they had some success in chang-

ing their image. After three years, some departments were

re receptive to counselors.

A representative of the counseling staff did not sit

on the Convnittee on Academic Standing. Once a student was

dropped by the col

couns

who dropped out in order to plan alternatives.

he could appeal, but there was li tle

ld do. Counselors did try to see students

Back:round and Evaluat'o Counse 5

The counseling staff came from a variety of dis iplines

as social work, clinical p ychology, guidance counsel-

ing). They all had at least a Master's degree, and with the

exception of financial aid, occupied faculty lines.

In 1970 there were approximately 30 counselors. By the

end of the third year, the staff had increased to about 40.

This number did not include student activitie and financial

aid counselors.

The counselors were evaluated by sub-group leaders, who

were responsible for counselors assigned to a particular di-

v sion. These leaders or coordinators worked as a liaison
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between the Dir_ tor of Counseling and Dean of Students.

'aluations were based on weekly meetings and feed-back from

f culty in the department.

Self-A-sess ent of Counseling Effectiveness

The college had not yet instituted research procedures

to assess the impact of counseling on var ous student out-

comes. According to the Director of Counseling, the counsel-

staff was :ace the task of not only ,hanging

image that faculty had of them, but also the students -age.

0 t-- the students' image of counselors was negative because

they saw them as high school counselors, who were frequently

n nelpful. Over the years this i_age changed and ,.tudent

response to the st ff became more positive. The goal of the

counseling office was to reach more student_ especial]. fresh-

men. Moreover, the director felt that counselors should be

ass gned formally to the Department of Developmental Skills.

.JRADING SYSTEM AND RETENTION STANDARDS

The traditional A - F system was in effect at this coi-

1 _e. However, for non-credit compensatory courses, grades

satist-ctory) and RC (recommended continuation) were

used. These were not computed in the academic index.
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At this college C average was required for graduation,

except in certain technical curiculum areas (such as Elec-

trical Technology, Mechanical Te-nnology, and the like).

Because of these two sets of minimum graduatioi requirements,

brobation and retention standards were slightly different.

However, in both cases a sliding scale principle applied,

whereby the minimum academic index necesary for good sta

ing increased with the number of credits taken. The syst

was as follows:

Credits

c.alaaLtLEI.

2.00 required
for de ree

1.70 required
for degree

Up to 18 1.70 1.50

18.5 - 37 1.80 1.50

37.5 55 1.90 1.60

Above 55 2.00 1.70

-1-

S udents whose averages dropped below these points were

t in good academic standing, and could be placed on proba-

tio- If, at the end of the probationary period (of variable

leng h), the mini; 1 average had not been attained, the _tu-

dent as subject to loss of matriculated status.
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QUEENSBOROVGH COMMUNITY COLLSGE



A

LUATION OF STUDETTS AND PROGRAM PLANNING

In April the entering freshmen took the Cooperative Fngli h

and atheatics Tests. A brief speech test was also administered

inividually. The results of these tests as well as the h gh

school record were scrutinized before students appeared for an

orientation ses1-7-don durina late May and early June, when general

asEerblie- and snail group meetings were held. The 1 t er were

run or students in specific curricula. Depa t ental advisors and

counselors from the Student Fersoniel Office participated. Each

student was counseled individually. The test score results were

r viewed and a program of study was developed. The procedures

also include.- financial aid information.

When students arrived on campus in September, they then of-

ficially reg: t-red. They also took the Comparative Guidance and

Pla-e ent Test. The data from this test re used to provide

background for the counselors, if they sho ld subs quently see

the student.

le e ed remed _1 work in writing, reading, rnath

Placement in the writing and reading courses

was dete ined by scores on the Cooperative English Te t. Students

who scored below the 50th percentile on the vocabulary test and
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below the 30th percentile on reading

reading and study skills course, but

regular freshman composition course

speed re placed in a

were allowed to take the

at the same time. Students

who scored below the 10th percentile on these subtests were

placed in"pre-re isit 'sections of the reading and study skills

they were not allowed to take the required reg-

S-uaents who scored below

course. That is,

ular composition coursE simultaneously.

percenti e on the English Expression section and below the

cent

"Composition Work hop". An effort was m-

compose sections according to homogeneous g

'ocabulery were assigned

itudents with relatively si lar sco-es

to a course called

in all placements to

ouping criteria. That

were assigned to the

same sections. Subsequozt to such placements, reassignments oc-

curr-d, based upon further diagnosis conducted by faculty. In

part this diagnosis was made tv using the California Reading Test.

For udents whose second language was not English, a special

course was otzered.

Place ent in Mathetiatics was based upon the Cooperative

Algebra Test Levels I, II, and III. The test was mandatory

for all incoming freshmen who did not complete one year of high

school algebra. It was assumed that compensatory work would be

necessary for the latter group. Placement into one of four re-

med al courses was d termined by a combination of the score on

the test and/or the mathematics requirement of the curriculum in

which the student was registered. Students intend ng to major
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non-science liberal arts fields and nursing did not have to take

the placement test, if they had taken high school algebra. If

these students did not take high school algebra, they were placed

in a second level remedial math course. Other students took the

test which corresponded to their level of exposure to high school

mathematics. Those who had completed elementary algebra took

Level I, those who had taken intermediate algebra took Level II,

and those who completed advanced algebra took Level III. Stu-

dents who did not pass the placement test were advised to take

the remedial course serving as a pre-requisite to a fundamental

mathematics course in their curriculum. However, it was not man-

datory that students follow this advice. 7emedia1 place ent for

students with no mathematics in high school was mandatory.

A speech test was required of ali incoming students. It was a

short speaking and or oral reading exercise. Students judged

,ldequlte were placed in a remedial course designed to improve

their spoken English. Inasmuch as th remedial course was a pre-

requisite for a required speech course (except for students in

Technology and Nursing Programs), this placement was, in effect,

mandatory.

An important aspect of the program planning process should

noted: Many of the academic departments did not allow students

rEgister for their courses until they had passed the compen-

tory courses in writing and or reaUing and study skills. In

fact thi- produced the mandatory aspect of these remedial course
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placements. Tn addition these prerequisite conditions signif-

icantly li '-ed the course options available to entering freshmen

placed in these remedial courses.

The orientation, placem nt and program planning processes

were essentially the same as in the previous year.

Fall, 1972

There were a few changes for this incoming class. The role

.of faculty advisors in the program planning process increased.

Counselors registered only those students in the liberal arts

area who had not decided upon a major. When students came to

complete their registration in September, required remedial

courses were already printed on each student's registration

card. Thus, students could not avoid registering for these

courses. The Comparative Guidance and Placement test was not

admi istered this year. Otherwise the tests and placement cri-

teria remained essentially unchanged over the first three years.
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SUPPORT SERVICES, 1. STRUCTURE OF REMEDIAL-COMPENSATORY WORK

Decentralized

The compensatory effort at this college was coordinated by

a Dean of Open Adm ssions Services. The actual compensatory

services were only moderately centralized. Woik in the areas of

reading, study skills, and composition was offered by the Depart-

ment of Basic Educational Skills. These services were separate

from the English Department. Work in mathema ics and in speech

was offered by the respective departments. This arrangement was

the same for all three years.

Arp!s 5.4=1E2222enzator Wo

I. Coosition, Readiul_4nd_Study_Skil_ls. The Department

of Basic Educational Skills offered three courses, a composition

course, a reading and study skills course, and a course in En-

lish as a second language. The composition course met for two

hours per week, plus one additional conference hour. The reading

course met for three hours, plus one laboratory hour. English

as a second language met six hours. None of these courses car-

ried any credit. This was true all three years. The first two

courses were heavily enrolled. The ESL course had very small

enrollment. The reading course used homogeneous grouping in

constituting sections.
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After placement in the writlig course, a further scL-eening

device was used: each student was asked to w .te an essay. If

the instructor considered the sample suitable for placement into

the regular freshman composition cou se, the paper was then sub-

mitted to an interdepartmental (e.g., English and Basic Skills)

scree ing committee. If it concurred in the recommendation,

the student was trans erred.

The writing course was run as a workshop rather than a

lecture class. The acquisition of skills was viewed develop-

mentally. That is it was assumed that a set of skills should

be t ght in a logical progre- ion. Teachers were supposed to

avoid the use of abstract grammatical concepts which were not

followed immediately by concrete examples and the opportunity

to apply the concept in actual writing. The general focus of

the course was on the development of skills in grammar and me-

chanics, and upon the acquisition of skills in expository writing.

It was assumed tha these skills would enable the student to per-

form better in subsequent courses which required written essay

exams, term papers, and the like. In addition to class work,

students met frequently with instructors for individual confer-

ences.

Whether a student satisfactorily completed the course was

a matter of judgment left to the individual rstructor. HO

ever, the general criteria included the performance of the stu-
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dent throughout the term, and the quality of a final expository

essay written in class. Minimally, the student was expected to

demonstrate that he could write -'thout producing fragmentary

sentences, run-ons, and slang. He was also supposed to demon-

ate proper subject-verb agreement and appropriate paragraph

development.

G ading was essentially on a "Pas ' or "Holdover" basis.

Students who did not pass the course and did not withdraw re-

ceived this grade. It simply indicated that the student had to

repeat the course.

We now consider reading and study skills. The reading and

study skills course had several aims. Among these were the

following:

1. The development of a core vocabulary.

2. The identification of main ideas and details.
The ability to discover paragraph patterns.
The ability to demonstrate flexibility in reading

style.
5. The ability to skim and scan.
6 The ability to handle critical readings including

awareness of propagandistic devices and the re-
cognition of fallacious reasoning.

7. Proficiency in study skills such as outlining,
notetaking, locating information for reports,

and information retention.

After the initial placement decision which was based upon

performance on the Cooperative English Test, further diagnostic

testing was do e in order to better identify specific levels of
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skill and areas needing further work. Students were then g_ouped

in sections of the course. The sections corresponded to the fol-

lowi g initial skill levels elementary to lower junior high

school, upper junior high school, and lower to middle senior

high school.

The classroom format was divided between formal instruction,

class di oussion and practice of skills, and individual laboratory

activities such as increasing reading speed. In the laboratory

equipment such as pacers, recordings, and tapes were available.

A final test was administered in the course. This was the

primary criterion for passing. Depending on the level of p-

Fo- ance, the st dent could then be eligible to register for

_regular college courses, or he might be assigned to a more

advanced section for further -ork in the succeeding semester.

The _nglish as a second language course was designed for

students with limited ability to use English. Emphasis was

placed upon development of facility in reading, written, and

spoken English. Only a small number of students took th s

course.

Staf:f for the Basic Skills courses consisted of full- and

part-time faculty in about equal proportions. Appointments

were in this Department, rather than English. The reading in-

structors were chosen because they had specialized knowledge

in the reading area.
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2. Mathematics. The Department offered f ur non-credit
u_

remedial courses. The first and lowest level course m t for two

hours per week. In addition up to 30 hours of laboratory work

was scheduled, as eeded. The second course met for five hours,

olus lab time, the third met for four hours, and the last met

for 5 hours.

Enrollments were heaviest in the second and third courses.

Over the first two or three weeks of each term, students were

permitted to switch levels in order to correct any mistakes that

might have occurred in the placement process.

The first level course was taught in traditional lecture

fashion. The focus was on arithmetic. The basic operations of

addition, subtraction, multiplication, and divis on were covered.

Fractions, decimals, percentages, and simple ectuations were also

covered. To pass the course students had to demonstrate satis-

factory perf mance on a final exam. Grading was on a Pass or

Holdover basis.

The second course covered elementary algebra and concepts

metry. In 1971 the course had some sections which Used a

pr grammed text approach. To pass the course the student had to

pass a test at the end of each unit. In 1972 a modular approach

was used in some sections. At the beginning of the modular course,

the students were given an examination on the material. Based on
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the results, students were placed into one of four modules. At

the end of three week sessions, students then took an exam on

the work covered in the module. If they passed, they proceeded

to the next module. If they did not pass, they remained in the

module for another session. At the end of the term students who

had not completed all modules were given the opportunity to take

an intensive one week "mini-course" on the course material. This

enabled more students to complet- all modules.

The third course covered intermediate algebra. It was par-

ticularly designed for students who were taking science or tech-

nology courses and whose high school preparation was inadequate.

Tn 1972 some sections used a programmed text approach.

The final course covered pr4-calculus mathematics. This

course was necessary for students who wished or were required

to take ,ore advanced college math.

ly speaking, the above courses did not constitute

sequence. That is, there was no uniform requirement that stu-

dents had to complete some set of them. What set of remedial

courses was advisable depended upon the -tudent's curricular

P math lab was available for additional work. It was

staffed by tutors. It was reported that the lab was basically
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kind of math study hall. It did not contain the standard

ecuipment desc ibed for other campuses.

The compensatory courses were staffed by regular faculty

bers of the Mathematics Department. It was reported that

these faculty also taught regular courses in the Department.

3. fkeech.. In 1970 and 1971 the Department of Speech

offered one remedial course which met for two hours and one

laboratory hour. It carried no credit. A regular speech

course was re uired of all students at the college except

those in te,hnology and nursing programs. The remedial course

was a pre-requisite for trds course. It was therefore, man-

dat ry. The -ourse provided help for th se with voice and ar-

ticu1atioi problems. Materials for ear training and oral prac-

tice were provided in a Speech Laboratory.

In 1972 the Department offered three remedial courses. All

met for two hours plus one laboratory hour, and none carried

credit. The first course was designed for students with serious

speech problems. The second was for students who needed to im-

prove oral language skills and become aware of common speech

faults. The third course wag for foreign and bilingual students

who had problems with spoken English.
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Tutoring

In the Fall of 1970, the college had no systematic tu oring

program. However, beginning in the Spring of 1971, a program

began to emerge. This occurred at the initiative of instructors

in the English Department. Subequently, the tutoring servi e

became a centrally coordinated college-wide progran. Each ac-

ademic department had a faculty member who voluntarily contributed

up to 20 hours per week to supervise the tutoring program in that

department.

The tutors were drawn largely from the student body at the

college. Able students from each academic area were recruited.

In addition some students from other nearby colleges and some

graduate students also served. The tutors were paid. Before

being hired, tutors were interviewed and approved by the depart

mental faculty supe_ isor. The latter met regularly with the

tutoring staff in his or her department.

The tutoring effort was aimed mainly at students taking the

introductory courses in each department. Students who needed

additional help were referred by faculty or sought out help on

their own. Tutoring was voluntary.

Detailed recorJ ., of contacts were kept. For each tutor-tutee

relationship established, a referral form was sen- to the instruc-
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tor, the student, and the college coordinator of tutoring. In

general students were given one hour of tutoring per week for each

course in which they needed help. Students who missed two x,n-

Sccutive appointments with their tutor were dropped from the

service.

Se -Ass ssmen Pemediation

This college was one of the most active in conducting non-

pressionistic, empirical studies on various facets of the com-

penstory program. Over the first three years, at least so

evaluation had been done in the major compensatory ar as.

one study was conducted by the Department of Basic Educa-

tional Skills. It considered the following quest n: How do

basic skills students compare with non-basic skills students in

some of their subsequent college courses? The data were analyzed

by curricular area. However, across all areas the findings were

as follows: 1) About 57% of the non-basic skill students re-

ceived passing grades of A, B, or C, compared with about 51%

the former basic skills students. (2) About 28% of the basic

skills group received D or F grades compared with about 22% for

the non-basic skill category. Inasmuch as there was no control

oup of students who needed remediation but did not receive it,

e findings lead to no definitive conclusion. However, it could

be argued that if remediation is effective, one outcome would be
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that after expo-ure, remedial students sh-uld perform about as

well as heir non-remedi 1 peers. Looked at in this way, the

rcrnedial students seemed to he doing reasonably well. Pithouch

slightly inferior to the non-r media- "tudents, their performance

seemed reasonably close.

h area one study hd be completed in the 1972-73

academic year. This was an effort to evaluate different teaching

approaches in the second level remedial math course. It was found

that t1e percentage of students passing the course was greatest

in th modular approach 61)% passed). In the programmed text

approach and in the traditional teaching method the proportions

passing were 3l and 42%. Itowever, in the module structure,

also had attached to them extra tutors and counselors.

It is not clear, therefore, whether the higher success rate of

these students was due to the m dular component or to the ancil-

lary support component cr to both. Moreover, students were not

randomly assiyned to the three remedial situations, so that ie

differences could also be results of differences in he ini

cmpcsiLion of the (lasses.

The -ollege staff also cr ducted a few studies of the tu-

tonal pr. gram. In Biology it was reported that academic suc-

tutees was positively associated with the number of hours

exposure to tutoring. That is, the more hours of tutoring re-

ived, the greater the probability that a student would pass a

1'510105y course.
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The Rnglish Department also conducted studies of tutoring

impact. One study attempted to compose experimental (tutored)

and control (need tutoring) groups in En;lish classes. The

groups were equated for level of writing at the beginning of

the course. It was found that tutored students showed greater

gains than the non-tutored students.

Another study by the English bepar-ment explored the effects

he race of tutor and tutee on outcomes of tut._ing. Black

_ents were paired with Black and White tutors. It was found

that tutoring in general had a positive impact on student

formance, but there were no discernible effects of the race

the tutor.

The a ove studies were widely disseminated, and it seemed

that the college had a strong commitment to the '..1se of evaluation

research as an instrument f r policy modification. Nevertheless,

t must be pointed out that in the tutoring studies, th se who

had an interest in the program were also responsible for the re-

search. Thus, it is possible that the positive effects of tu-

toring could have been due to a "halo effect" wherein instructors

might have been influenced in their grading behavior by knowledge

of which students were and were not receiving tutori g.
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SUPPORT SERvICES, COUNSELING STRUCTURE

Administrative Locus of Counselin
_ .

The Department of Student Personnel Servi es was responsible

o- counseling. This servlce was administered by the Office of

the Dean of Students. This was true for all three years.

Tuta_2L22aaritlial

inc

A wide range of counseling services were offered. These

ded personal, academic, vocational, veter ns, and financial

aid counseling. Academic counseling focussed mainly on students

experiencing academic difficulty. In some cases these students

were further evaluated through testing. Students who exhibited

severe personality disord rs were usually referred to outside

agencies for treatment4 It was reported that the-e we

such stu ents s nce open admissions began.

The Coun
u

lin Division o abor

Counselors came from a variety of backgrounds. Some were

trained as clinical psychologists, some as social workers, and

so forth. Wh_le counsel rs would see students whose needs related

most closely to their specialization, it was reported that all

counselors were generalists. That is, they provided a wide range
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of counseling activities, and did not function exclusively within

rhei special area. One excepzicr to this that there was a

separate group f rinarcial aid counselor's.

s of _ s

edicai versu- Outreach. The counseling orientation at

this c-1 ege tended more toward the medical model. All students

had so e ,:.-ontact with counselors durnq testing, orientation, and

program planning phases. However, the faculty had primary respell-

sibil _ academic advising. After the beginning of ool

there was no systematic procedure by which students and , unselors

would come to contact. Counselors ee not assigned caseloads,

and saw students primarily on a self-referral or faculty referral

basis. Beginning in 1971, counselors did visit sections of Basic

Skills courses to inform: the students of the -Nailability of their

services. In addition counselors did attempt to call in students

ho were in academic difficulty after completing their in. tial

semester at the college.

2 Manda:L2LyTrsus Volun ar Couriselor-Student _n_eraction.

After the orientation and registration period, when most : udents

would have had some co tact with a counselor, interaction was es-

sentially voluntary. Efforts were made to reach students in ac-
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eriic trouble, and students who wished. to withdraw were supposed

coun

students did not

Ho e _ , there were no san tions if contacted

Dyadic versus C;rou2 Counseling. 0 er the first three

u.ri-tc,-one counseling was used air-.ost exclusi-elv. At

initiative of partic lar counselors, some group counseling

but there was n- organized group counseling as a formalOccu_

policy .

,
_.rat)outic versus z,ocializa ion Goals. The staff re-

ported that under open admissions there were _more 7tudents -ith

ns hological problems, so that the clinical fun ion was an

important one. Nevertheless, the primary emphasis was on the

student. 7,cademic problc7.s constituted the main reason

tnat sturlents referred themselves to counselors. These pragmatic

problems _endoci to be dealt with in the style of the professional

tion of the

counseling service tended more tw9rd the

clinician. Overall, we .:_:.onclude that the c

5. Peer Counselinc. Over the first three years, rtore

ad nced students worked with irioming students during the

or entat on period. Peer counselors aw small caseloads of

freshmen. ever, th, senior counseling staff was not in

favor of peer counseling, and felt that it was of little va -e.
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Ca eload Definition

Over the first thLee years there was no caseload approach.

That is, there was no se._ cf_7 studt4 assicn-1 cb counsolcr.

i:oweyer, each cunselor hc-pt records of the numher and tvne of

contacts with 6tudents. A casel ad approach was not instituted

rouseicr-Facult Relationships

It was clported that counselors had good rela ionships with

academic der- = nts. Beginning in 1971, counselors visited

betlx skills ciasses and developed liason with other academic

departments. The counseling staff was represented on the col-

lege's cor:Attee on cou -e and standi:xl. Students who were dis-

ri for academic reasons were supposed to he followed up for

cht ccunselin.

par-kr,,nn-ld and_
uation Counselors

Counselors carie from a variety of backgrou.ld. Some had

the doctorate in clinical psychology, others had training in

st_udent personnel counseling, counseling, and social

worK. ost, occupied facultv

Cc.noelors were evaluated by the Director and Assistant

Lirector of the service. It was reported that they listened to
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unse ing sess ons. on students

' counselor evaluation forms.

S sr

Coun

le impact on

of Counselinu Effectiveness

7,n rec,lardi_

ana

lo students

not initiated during

in

rep

dent acade-

at the service pro-ably had

perfc, mance. They felt that

t;-.at they served as a primary snurce of

(7.urriculum plann ing, transfer to other

making available information which would

more effectively at the college.

r od covered by this report we note

73-74 acamic year, the counseling services ini-

ach in an ,-2ort to more closely monitortiaLed a caseloa

the inccmino froshmn.

GRADING EM AND RETENTION fTANDARDS

no c

culated

a'itional :radinej (A - F ) system as in force at

Powevcr, in compensatory courses which carried

r-mal gr,,,des were used. The latter were not cal-

e ,tudent's academic index.

A sliding scale system of retention anc1, probation standards

was ud. By _hl time student had taken 11.5 credits, he could

be placed on probation if he had not attained at least a 1.50 av-
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erage, and he faced loss of matriculation if his average was

thari 30, ?-,fter attempting hetwr In 12 and 27 credits, an index

less than 1.70 could lead to probation, and less than 1.50

could result in loss of matriculation. In principle, students

could, therefore, have been dropped Lefo e completion of the

freshman year. the time a student had attempted at ieast 45

edits, he was subject to probation if his index was belo .00,

and loss of marioulation could occur if the index was less than

1.90. Stude-s placed on prat 'ere frequently placed on pr

grams of re than 12.5 credits per semester.
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EVALUATI,N OF AND PROGRAM PLANNING

= 7 7., 1970i,.

In Ma- and June, a language placemen_ exam and

rariv-

's Com-

e and Place-e.nt Test were administered. In

dit on the findings from the Open Admissions Test were avail-

able. During the summer (in July and August), students returned

for pre=,gram advice and registration. Visits were structured so

that students arri-.ed in "blocks- of about 150 at a time. An ef-

frt was made to schedule students from tie same curriculum. In the

morning the test findingo and placement procedures were explained,

there was a general introduction to the collc--:e. Th the

afternoon, the students broke up into groups of Each group

with a counselor, faculty curriculum ,dvisor, and a student

ng this period progr,s were discussed and selected.

Registration was co-pleted by the end of the day. In September,

st bef re the opening of classes, an orientation program was

run u der the auspices of the student govrnme.nt.

the fall term the Open Admissions TeSt was used for

placement. The test was considere unsatisfactory by the Math

DeparLment, and in the spring, the Department developed i

(=wn placement test. The retnedi course was divided into four

and all students hega._ with the first unit.
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'lased primarily upon the sentences sub-test of the CGP

axam, students were placed into a special writing skills course.

subspouonr1v, the CGP was abandoned, ard placement in the spring

was based nrimari on high school average. A reading course

was offered also.

Students placed in rec,z)dial courses were allowed to reg_ster

for rgular c7ollege courses. Howev,Jr, students with deficiencies

in the math area were counsel,_,, nO_ to take technical courses

that presupposed a certain ci c i-rathematical skills.

Similarly, students with severe ;:pading deficiencies were advised

not to take courses requiring heavy reading, until the remedial

reading course was completed. In addition students were advised

not to ke a total of more than 9 or 10 credits if they were

taking tw:, or more remedial courses.

1_Yi

Tho progrm planning and orientation process was sjmilar to

;;od in the first year. Howeve , dn the placement session,

,:ens were broen up into ,maller groups to permit greater

individual attention.

r-iacement proce,dures did cknye in English and Math. Students

less than a 73 high school erage were placed in a writing

course (which was merged with the reading course this year) . The

Math department administered a test consructed by its faculty,

and placement into different units of the remedial course de-

pended on test performance. Students were placed into the first

unit on which they showed weakness.

4 4



Fall, 1972_
There were no chan es in the orientation prucess or place-

RT STRUCTURE O1 RE-EDIAL-001,.PE S -ORY WORK

entrali Pr" ver centralized Com-ensatoy _S-ructure

In 1970 the writin and reading courses were offered by a

Preparatory Skills Center which was specifically for

this purpose. During the process of planning for open admissions,

the English Department exhiLdted little interest in offering such

services. It felt that th se were not appropriate and, moreover,

th-_ th ty were not trained to offer such work. The re-

sponse of the college was to et up the Skills Center. Staff for

the Center were hired from lines which were to have been avail-

le to the English Department. By Fall, 1971 the political con-

flict surrouriing these functions had been resolved, and respon-

bility for the ediatic program was assumed by the English

Depa.tment. This contim T"). 1972.

The Mathematics Department was responsible for remediation

in this area f the beginning of open ad=,Tlissions.

The compensatory programs at this college tended toward the

decentralized type of 9tr,1 ture, particularly after the first

year. The services were coordinated, however, by one ad-inis-

trative office which acted as liason for different una
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--s of _d in

to be having difficulty.

7nr.:14,7

co1

a_ea=:; writing, reading, he-

L_ snnc7a1 (77nm7pr,ns;Itcrry

regu academic courses who appe red

The r. pensatorv course in this area met for

and r7ar ied o credit i 1970. In 1971 and 1972 it

met for four hours and carried two credit Strictly speaking,

placement

years. Ho

to the c_ se was not mandatory in any f the Lhree

after the year in which pla -te-t was

largely voluntary (students co ld be advised that they needed

the work, but tney could not be ompelled register), stronger

effor we - made by counselors and advisors to convince stude-ts

to register for such cour-- ork. During the first two weeks

e semester, students in all English courses we asked

to produce a writing sample. On this ha 's, students could be

shift - into or out of the remedial course. was reported

thar a cons -able amount of 5?-lifting did actually o-cur.

1nstruc _s lad a great -1 of auton devel-ping a

-iroaches he teaching of writing. If there was a departmental

s that the most effective approach was to allow each

o_ to find the methods that worked best for him r her.

riew instructors' end of term course assessments

UC

Ver

did indicate some degree of consensus. There was considerable

emphasis upon "free riting". That is, students were encol_aged

to write first in their own idiom rather than according t ri-



teeia cJf "correct" usage as traditionally defined by - alish

f,iculty. This Wds considered important because many students

had great difficulty writing in a style which teachers typically

and it was felt that this frequently resulted in an

inatility i7o write at all. The initia encouragement of an

idima-tio approach included not only ethnic styles (e.g., "Black

English"), Lut also tiae pol;'al style asso atea with each in-

'There was also an emphasis on lezning to write "in-

to7..,'JLy" and not only "correctly".

Most writing took. plae in cla s r r ha at home. Students

read *-heir papers aloud, and the other A.HY.A.:3 vjuld comment and

nnctiycs th-4 instruct_ Trite at the same

time the class was doing so, in an effort to develop senitivity

to problems presented by the writing topic. There was also an

elort to have students "translate" their personal style into

standard English. The idea of translating appeared to 'be less

ft,sulting to the ,:;tudent, because it provided legitimacy to his

own writing style. While there was concern for the development of

oorrc!ct grammr.itieal usage (spellin,j, punctuation, paragraphing,

iv --:ams felt that this cc.d best hc ,cvelopd aftor r7tudents

folt fror, tn ther17,e1 ve :ii7,7)11t fear of Vi& atinci the

traitional noris of usage.

T:ach section of the compensatory writing course had a

student tutor attahed to it. The tutors v-ere more advanced

students or student- attending a nearby upper-d:ivision (juniors
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seniors) llece. Tutors Lecame familiar with the class and

problems of specific st.u(...ent ri"'s war supposed to enable them

wth .,,tudents in need of additional

flnal o:-:amin,Jtions were administered in the writing course.

intrutors uoont r)erfoTmance throughout the semester,

and vi!. nt as deel.led to have completed the course

satisfactorily was motter left to the judgmen of the instructor.

SL,zdents received either a Pass or an incomplete grade. Those

Wno Cid not pass were supposed to repeat the c_urse.

A soeciL.i section of the writing course was designed for.

.7;tudents 'lloso primary language was not English. However, several

the inst:cuctors in the regular sections noted the presence of

(-f non-English speaking students in their classes, and indicated

,,:enidera:31e difficulty in providing them with significant help.

Obvious7y, this suggets that procedures for serving such studen-s

were not effective.

fiver the first three years of open admissioon Lit 6-8 full-

Limo facul,ty members taucht the compensatory wrfl- 'Mese

instructors were ;=e-.ruited primarily on the basis J_rtcnst

in teachina this kind of course. They also taught regur English

,:ourses (after 1970) . Class size ranged from about 8-20 students.

2. Ils_alir.191_141._kills: During the first ye of

open admissions, a reading and study skills course was offered

by the Preparatory Skills Center. This course carried owa credit.

During the spring term the couxL was merged with the writing

A 07 1.1



u5;ual

:nund that

problems.

C so was voluntar was perce

teachers that stu ents with reading nroblems

writing difficulties also. Faculty to cnng writing

studeb_s an

it was felt tnat hotn types of skills

cv spent considerable time

related and should be dealt with together.

Cer.

1972, a anc: tudv Skills

was created under the aegis of the English Depa tment.

The Center was staffed by interested English faculty who were

eaching one course to devote six hours per week

to th0 Center. In addition student tutors assisted.

The Center mainly served students from the writing course

whe were reteed by their instructors or who came on their

howevor, the services of the Center were also available to othe

st-udcnt in the college.

The r'enter did not rely en standardized t -ose

releasoCi

rea" .ng

The approach used in h lping students a . umed that

and sp aking skills are intertwined4 Stud nts

wored on reading. and writing problems. Students with writing

difficulti-r so sevo that they were unabl to write at all were

conroached in so _ia7 ways. One example involved asking the

student to speck, while the tutor wrote what he or she said.

The written spei men furnis ed da a for the -tudent that he could

use the language, often in a grammatically correct fashi n. This

was used as a basis for helping the student begin to write.
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to one instru tor, some techniques which we e

in students Improve reading comprehension included

low in,j:

drawinzj what was ree 1.nce words evoke pic

whenevPr a student felt he was drifting off while

havP him mark it down. This would alert the student

to what he was doing and help hm control 1 .

3) write words on the blackb---.ad and have students identify

words that are sim ar (such as vcvels, lengt This might

Pnable them to understand why some words fit together and

others do not.

3. Mathematics; The mathematics compensato y course

intended pr marily for students in technical curricula. It was

de igned to FLepare them for the recj-lar pre-calculus course.

:n 1970 alLC 1971 the course met for three hours we kly and

carried onc credit. In 1972 it met for four hours. While not

andatcL

.
Ft.udents who did poorly o41 the larement test were

sed t take the course.

ided -_ato five units or modules. During

the first two years, the fifth module was optional. However,

in 1972 it became a mandatory part of the course. Frequerly,

_tud nts whose placement t st score indicated they shoolld begin

rLh module were aU.owed to register for the pre-calculus

ultane usly.

dule cons ,-ted of 10 lessons; 8 instructional

)ne review lesson and one evaluative lesson in which

crlIr
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an examination on the module. Each module

for approx ately 3 1/2 we Upon completion, a stude

lid either remain in the module or r .41 to the next, de-

the result of the exam.

The module _tonics.included:

Module 1: Operations on Numbers

Module 2: Operations on Polynominals

Module 3: Linear Equations and Lines

Module 4: Factoring and Operations en Algebric Fra-_i ns

Module Exponents and Trigonometry

The course did not rely on standard textbooks. Faculty

developed materials for joint use. Paid student tutors were

ass gned to each section of the course. They generally attended

two class meetings each week and were available to tutor students

for an additional ten hours per week.

the spring of 1973 a Math Center was opened. It was

staf ed by Math faculty and student tutors. Students attended

after referral by faculty, or by self-referral. While student

tutors were still assigned to section , the Center provided a

more centralized facility for students in need of additional

help.

G-ading was on a Pass or Dmcomplete basis. When a student

successfully completed all modules, he received a "P".
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Al I tuachincj the _o_jmensator7 coursP, a

more adva. c ' courses in t -artment. Between 15 and v,70

facu1y were involved in teaching the compensatory course.

4. 7he_mini-courarogram. In the fall of 7i9T2 a r1J?W

rogram wa- offered which provided additional help for stud

in dang,?,r of failing a course or receiving a low grede. It was

felt that by the first five or six weeks of the se ester, such

st d nts could be identified. tith the support of the adminis-

n a sPt in -courses was established. TIle5e p

revi-l!w w specific cou ses in the ---eas of Susi ess Flec-

trical '1:echnology, r3iologi,___ Selene _, Mathematics, and- o:hers..

The ini-courses met- late in the afternoon or on Saturday m

They were entirely voluntary. If were a sufficient number

of studen c in dif_iculty in a course, and if the instructor Was

intezestd, a mini-course was set up. In failk 1972 sixteen su_

courses were offere, and 168 students enrolled. No grades were

given. Students who enrolled were allowed an exten ion of the

time inwh ich they would ho allowed to drop the regular cou se.

.thout penal y. This was one inducement which ,t was hoped

would enco rage students to sign up for the mini-- rse. In-

structors were given extra compensation for such work.

-As sessrten Remediat_ ni

W.citing area no formal asse s ent had been undertaken.

The coordinator ef the Reading and 5-tudy Skills Center felt that

the impact had been good. However, he expressed concern that
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a sirlall number of students needing

ice, 1:e felt tha1 brut 50 studen the writing course

hou co-,1,,e to the ,Center, and of this grol:p, only about 20 attended

on a re:cuic basis. He tho,_ t compulsory attendance for

:-zeverely deficiont students might be helpful.

Accordinq to ea- ly data,

rrib.th CD11--

who completed the remedial

ed to b- doing b- ter than thnsP who went directi

1.uto ti pre--calculus ceur e. Of thosrl Yho completed the con

course and went on to the the pze-caculus course, 81%

passed, compared with 6l of all stud nts who took the pre-calculus

course. Perhaps the major strength had been the module -ystem

which allowed students to work at their own pace.

SUPPORT 8ERVICT,5, COUNSELING STRUCTURE

Adminis- trative Locus of _counse1_in9 21

inq first two years the counseli_g serv

by the fle,-)artiment of Student o_ ne th of

the jean of Students. However, in 1972 the college established

a unit fot intensive counsel' y of the most seriously underpre-

pared open admissions -tudents. This unit was known as the

'People Center" Students with high school av -ges of 1

than 73 were assigned to the Center which was attached to

office of tho AsSociate -Dean for Open Admis- ns.
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of cunselinq

11 types of couselimj were availE.,ble. Ho e er, academic

advisement was not formally part of the coun.,aling service. Rather,

it was a faculty responsibility..

nselin Division C abor

Although counselors wsre considered generalists, there was

some division of labor. All incoming students were assigned to

a faculty adv sor from their curriculum area. These advisors

were responsible for program. planning and providing assistance

students with academic proble s. This was true in 1970 an_

1971 for all incoming students and in 1972 for those not as-

signed to. the People Center. However, it was _p _ted that

student- often went to the counselor for academic problems,

rather than the faculty advisor.

1. Medical vs. Outreach. During the first two yea:s the

counseling offi 'e resembled the medical model. In the second

and third year, 1-tters were sent to all students (except those

in tre People Center) advising them of the available services.

Ho ever, students saw counselors primarily on a self-referral

basis when they had a problem. In genei-al, these problems were

academic, although couns lors often found that there were under-

lying personal proble s.

u .ng the first two years, eounse ors received a list

stud nts in ccade ic difficulty at the end of the first term.
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The counseling office then sent letters to these students, ask-

g them to come This procedure continued in the third year

for students not asigned to the People Center. Students in the

Center were continuously monitored by their counselor.

Faculty were urged to refer to the counseling office any

udent who they thought was having priblems. However, c p a-

n with faculty varied.

With the creation of the People Center, the college began

an intensive effort :each open admission students. As

stated previously, students -ith less than a 73% high school

average were assigned to the Center. This counseling effort .

was of the outreach type. Counselors were requ red to see

students twice a month. If students did not show up for ap-

pointments the counselor was supposed to seek out the Student -

in class, on the campus, or at home. Moreover, counselors

were supposed to maintain close contact with each and every

instructor of each and every student. Thus, the counselor

was aware of not only the student's academic program, but his

adjustment to college life as well,

2. Mandator vs. yoluntary_Counse -Student Interaction

During the first two years (and in the third year as well for

students not in the People Center), there were no sanctions if

students d d not respond to the letters sent o_t by the counsel-

g office at the beginning of the semester, and, for the case
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students in academic difficulty, at the end as well. Counse-

1 'student interaction theref_ e, voluntary. In the People

Center counseling vas not mandatory, -trictly speaking. How-

eer, the s:tucture of the Center was such that conacts were

inevitable. In this sense it can be said that the interaction

was mandatory.

3. D--,dic versus Epup_C9unn,a. The primary thrust

of the counseling staff was on individual counseling. This was

true all three ye:

Thera2eutic versus Socialization Goals. The prima

aim of the counseling staff was to help students survive. This

was particularly true in the third year. A major reason for

the creation of the People Center was to raise the retention

and success rates for the weakest open admission students. In

essencer 'counselors were made res onsible for insuring the suc-

cess of their students through aggressive one-to-one counseling.

Any c.tud nts with s- e e psychological problems would be re-

ferred to other sources.

5. Peer Ceunseli g Each c_unselor in the People Center

lissigned two student aides who acted peer counsel° s.

These students were either upperclassmen from the college or

former students now enrolled at other colleges. Prio' to the

People. Center, efforts at peer counseling were felt to be un-

succussful.
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'se_oad Defnition.

All students in the People Center were randomly assigned

to counselors by curr c lum. it was felt that counselors

would be able to establish greater rapport and insure increased

cooperation from faculty if all assigned students came from the

same curricular area. Prior to the People Center, there re

no assigned caseloads. However, all students were assigned a

faculty advisor during the first two years. In 1972 this con-

tit-Rued to be true of students not assigned t- the People Ce ter.

In 1972 there were approxi ately 400 students assigned

to the People Center. The average counselor-student ratio in

the Center was 1:60. All other counselors were responsible for

serving the needs of the remaining student body. Although the

counselors in the People Center were responsible for students

only during their freshman year, in some cases counselors con-

tinued to see the same students in their second year as well.

All couLselors the People Center were required to write

a m nthly report which included the number of contacts made with

both students and faculty. These records were kept on file.

g_22L1!212E-Is ;

An improved relationship developed between counselors and

'-culty with the creation of the People Center. This resulted

from the close contact which developed between the couns lor

the Center and those faculty who had students in the Center.
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Often, facu ty were both pleased and relieved that others were

available to help them. However, in some cases resistance to

the ef- rts of the counseling staff was strong, and it was neces-

sary for counselors t_ seek out individual faculty members

No students were dismissed after the first semester and

after the second tOrTfl Students facing academic di issal

cou 1c3. receive help fro, the counseling staff with regard to the

writi- petition to the Committee on Academic Standing.

In Lhis sense, counselors acted as advocates for students.

Back _o -d and Evaluation.

The counselors hired by the Department of Student Personnel

came from backgrounds in student personnel, counseling and clini-

cal psychology. All had earned at least a Master's degree and

had a minimum of-2 years experience. There were approximately

10 counselors in the department over the three year period.

In 1972 the People Center hired eight new counselors.

They were generally younger than the other counselors and had

no formal training in counseling. All were college graduates

and some had earned a Master's degree. essence the prime

criteria for hiring were the individual's personality charac-

teristics and values, rather than previous professional training.

As individuals they had to combine the ability to develop _

port w th students and a devotion to the,program. Moreover,

they had to be capable of wo king at high-energy levels.
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Evaluation of a counseior-'s performance in the People

Center was based on the success of his students. Success was

defined in terms of academic performance and attrition. Criteria

for evaluation of other counselors were less explicit. In 1971

student evaluations and supervisory reports were the prime

criteria used in assessing effectiveness.

Sel 7Assessments bf_Counseking.Effectiveness,

The People Center contracted witn an outside agency to

conduct an evaluation. The aim was to determine whether the

program was bef.ng implemented as des_sed, and to assess its

effectiveness. The evaluation took place in two phases during

the spring of 1973 and a report was i ,ued during the summer

months. It was concluded that the Center had been a significant

force in assisting students to achieve academically and as a

means of reducing attrition. Measurable evidence, .e., aca-

demic achievement and att ition, supported the conclusion that

the Center made a difference. 1972 open admissions students

were compared with 1971 Open Admi sions students and 1972 students

with high school averages between 73 - 76. The data showed

significant differences in favor -f People Center students. The

Center student_ cumulative average in the fall semester was

significantly higher than either of the two comparis on groups.

Likewise, the attr'tion of Center students was lower than either

of the two comparison gr ups.

A second evaluation conducted by another agency at the end

the 1974 year showed that retention rates for the People
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Center group after one, two and three semesters ex--eeded those

of all the comparison groups.

Inter ---, data from the first year evaluation were consistent

with the sta _istical data. The overwhelming majo ity of students

expre--ed high regard for counse.lors. They were perceived as

helpful in the areas of curriculum planning, course scheduling,

registrat on, and contact of faculty on beha f of students bv

the counsel rs. Faculty also held generally po_ _ive attitudes

toward the Center.

GRADING SYSTEM AND RETENTION STANDARDS

This college used the -tandard (A F) grading system.

Compensatory courses were usually graded on a Pass or Incomplete

basis. Upon consent of the advis r, students were allowed to

thdraw from a course without penalty up to the ninth week of

a semester.

Students who failed to maintain a C average came to the

attention of the Comm- ttee on Course and Standing. The Com-

rtee had various options it could take. First, it could send

a letter of warning. Second, it could place the student on pro-

bation. This would limit the course load-of the student to no

more than 12.5 credit Third, ihe student could lose matric-

ulated status. Fourth, the student could be dis issed from the
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college. Each case was dealt wi h individually. As a rule, the

more seri ts san tions would occt: only if a stu ent failed to

exhibit improvement.
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We have now described the various ways in which the

sdpv nteen CUNY campuses responded to the challenge of open

admissions, and we have established that there was considerable

diversity in the programs which they developed. Given these

findings, a most important guest on follows: What worked, and

what did not? Were some ways of approaching the open admissions

task more effective than othe The field work described in

t.his report provides a basis for assessment of this question.

There are essentially two ways in which to conduct such an

assessment. Fi t, one could proceed in the manner used frequently

by accrediting agencies and commissions in the evaluation of pro-

grams in higher education. In this approach, "experts" with a

background in the relevant area make reasoned judgments on the

merits of a program or policy. Many programs in higher educat on

receive their legitimacy through this process. With reference to

CUM one could approach the evaluation question in this way.

For example, it seems reasonable to assume that compensatory

courses which provide at least some credit will be more effective

than those which carry no credit. The basis for this judgment is

that credit is more likely to generate motivation, and that in-

creased motivation is more likely to result in increased learning.

To cite another example, it appears reasonable that an out-

iach type of counseling service should have better results than
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one in which contact with counselors is largely a matter of

student initiative. Under the outreach model one might expe

lower dropout rates, and a higher level of student academic per-

formance.

One could go on to make additi nal evaluative statements

regarding the effectiveness of other aspects of the open admis-

sions support services. However, we think this is not the best

approach.

advantaged

Even though higher education programs for the dis-

have been implemented in other places, they have never

been developed on the scale or with the complexity seen in the CUNY

setting. In short, there is insufficient experience with massive

compensatory programs In higher education to allow evaluation on

the basis of precedent.

Thus, we think that the evaluation of MINTY'S open admissions

support services must be an empirical matter. Campus program

differences will be analyzed in terms of their independent effects

upon numerous student outcome variables, such as aeademic perform-

ance, retention and graduation rates.

Initially, we must codify (ass. gn values to) the large number

of variables which describe open admissions implementation at each

campus. For example, the variable, "credits for remedial work,"

is composed of three categories which classify what campuses did.

They offered either full, some or no credit for such work. Values
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will be assigned to reflect this ordering. Additionally, the

credit policy could differ, depending upon the content area in

which remediation was offered. Colleges may have offe ed full

credit in English, some credit in reading skills, and no credit

in mathemat.cs. Therefore, three separate variables (e oh with

three values) are generated. In short, the qualitative 6,ta

described in this report will be ordered in a wav which -nverts

them to quantitative values.

The next task search f r the presence of patterns in

the data. That is, do certain variables tend to be grouped or

interrelated in specific ways? The question can be answered using

a computer procedure. If patterns (clusters of variables) are

discovered, we can then proceed to analyze amd scrutinize ther

for any underlyiug meaning.

Perhaps a hypothetical I tratlon will be useful.

pose the analyses show that the following variables cluster

together: 1) mandatory vs. voluntary placement in compensat ry

courses, (2) credit vs. no credit for such courses, 3) outreach

vs. medical model for counseling services and (4) group vs. dyadic

counseling. If such a cluster emerged, this would indicate the

presence of an underlying factor. Inspection of the components

suggests that the factor has to do with the degree of "nurturance"

in the attitude of a college toward the open admissions effort.

A college could be characterized as having a nurturant climate
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placement wa mandatory, 'f at least some credit . as granted,

there was emphasis cn an ou reach -ounseling e±fort, and if

group tounse ing was used.

Once clusters of variables have been isol_tedq they can

then be linked with our existing data on student academic pe

formance (We note, however, tbat we shall also link specific pro-

gram variables,, whether or not we find cluster0. The per-

f-rmance file contains data on variables such as at ritlon, gra-

duation, cr dits earn6d, grade point averages, and experience in

remedi 1 cov_ses. All of these data have been collected for

three freshmall classes on asemester-by-semester basis, covering

:he period from fall, 1970 through spri g, 147.5. After the. ()l-

iege program factors have been linked with the individual student

data, we can then proceed to the ulti ate step in the assessment:

We shall, after controlling for differences in the characteriSticS

of the individual, students,examine whether the variatio-s among

campuses in academic outcomes are attribut ble to the impact Of

college

The open admissions policy at the City UniQev-sity of New York

is the nat_in's major experiment in open access higher education.

A great deal of money has been spent on the program, and controversy

has surrounded it from the beginning. Even though substantial

data describing some of the academ c outcomes have been presented

aver the last few years, very little is known about the underlying
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rea ons for the outcomes. Because we have now assembled a vast

amount of information on students' backgrounds and attitude_,

their academic performance, and, as presented in this report

college responses to the open access policy, we are now in a posi-

tion to go be ond mere description. When the final phase of this

evaluation research has been completed, the analyses shall provide

more precise identification of the determinants of the observed

outcomes of open admissio _s.

These forthcoming analyses will be of intere -t to the City

University, but their significance is n t limited to the local

scene. The last thirty years have seen a great expansion in

rates of college-going. Indeed,there h s been a trend from

maas toward universal higher educlation. For this reason, the

results of this research should have policy implicat ons for the

national educational -ommunity.
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